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GENERAL INTRODUCTION 
What Marshall McLuhan termed the "global village" is upon us (Cummins & Sayers, 
1995). Subsequently, with the rise of multicultural education, emphases on diversity, and 
equity initiatives, educators are faced with the need to create a forum for addressing the 
complex, multifaceted agenda being framed in response to such a transition. In response, 
global learning experts, Cummins and Sayers (1995, propose the adoption of long-distance 
teaching partnerships across cultures, "intercultural networks of parmerships that — to the 
greatest extent feasible ~ seek to take advantage of accessible and culturally appropriate 
educational and communications technology" (p. 11). What Cummins and Sayers (1995) 
speak of is a reliance upon modem computer networking to facilitate collaborative critical 
inquiry. 
With a major in curriculum and instruction and a focus in technology and multicultural 
education, I was excited by the notion that the goals of multicultural education might be 
furthered by modem computer networking. Since becoming a doctoral student in this 
program, which heavily emphasizes pre-service teacher education, and in the state of Iowa, 
whose demographic make-up currently is largely homogeneous~96.6 % white (County 
Census General Demographics), I have contemplated methods for preparing students for the 
global village they will enter once departing from the University and in some cases, the state. 
My inquiry concerning ways to prepare future educators for an increasingly diverse student 
population led me to investigate computer-mediated communication (CMC) as a means of 
making connections outside the homogeneity of this environment. It was my contention that 
2 
communication through such connections would assist students in developing skills for 
future participation as teachers in our heterogeneous world. 
Rationale 
In response to national and international agendas of globalization, some educators are 
exploring the integration of multicultural education and CMC as a promising practice for 
meeting requests of educational reform. The popular belief is that through its capacity to link 
and expand classrooms for the purposes of promoting critical thinking and intercultural 
literary (Cummins and Sayers, 1995), CMC can help foster a process of democratization 
(Harasim, 1993; Schrum, 1991) advocated through multicultural education. These 
explorations have taken shape in the form of creating national and international learning 
networks, linking across cultures to enhance diversity, and cultivating self-sustaining on-line 
forums for democratic participation. 
While this trend has been predicted to continue (Romiszowski and Mason, 1996), 
currently, research in this area is sparse. Furthermore, existing research leaves much to 
question about the validity of the practice. Can CMC foster goals of multicultural education? 
Can multicultural education and CMC coexist? If so, how? Specifically, what role can CMC 
play in reflecting or furthering with the goals of multicultural education? What might the 
integration of multicultural education and CMC look like? 
Addressing such questions in the research yields pertinent information for making future 
informed logistical, tactical, and strategic planning decisions pertaining to the 
implementation of multicultural education and CMC. Furthermore, doing so has the potential 
of moving the integration of multicultural education and CMC beyond sporadic, hit-or-miss 
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implementation to an informed practice. Also, a fuller perspective of the integration permits 
implementers to become proactive and anticipative in regards to the impact of the practice. 
In an attempt to address the above questions and contribute to the existing, although 
sparse literature, this research investigates the coalition of multicultural education and CMC. 
At the center of the investigation is a study I conducted in which an integration of 
multicultural education and CMC was employed to foster an on-line forum. The on-line 
forum was a supplement to a graduate English course, entitled, U.S. Multiculturalism and the 
Composition Curriculum, and was purposed to facilitate discourse construction on critical 
pedagogy in composition. 
The nine graduate students enrolled in the course interacted via a web conferencing 
system with five experienced teachers who were immersed in the issues which inspired the 
creation and existence of the course. In conjunction with the goals of multicultural education, 
purposes of doing so included helping students to prepare to address the requests of 
educational reform, engage in collaborative critical inquiry, and make reflective decisions 
regarding multicultural education pedaogogy. In conjunction with CMC research, the forum 
was purposed to be self-sustaining, dynamic, and overcome time and space boundaries to 
facilitate a democratic environment where the participatory construction of discourse could 
take place. 
Research methods took the form of a qualitative approach. As noted by Romiszowski 
and Mason (1996), the majority of studies involving CMC come out of a 
quantitative/positivist paradigm. However, I agree with the CMC experts in acknowledging 
that interpretist/postpositivist paradigms are more appropriate for studying CMC 
environments. Data were collected through the transcripts of the on-line discourse, audio-
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taped interviews conducted at the conclusion of the course, field notes, course artifacts (e.g. 
course readings, assignments, and other related materials), and user profile information 
(available through the web conferencing system). 
Analysis of the data allowed me to build logical connections of evidence and 
theoretically and conceptually coherent theory in relation to the integration of multicultural 
education and CMC. While the practice, in my perspective, appears to be on trial pertaining 
to its legitimacy, this dissertation is a presentation of my evidence. 
Dissertation Organization 
This dissertation is written in the alternative format approved at Iowa State University. It 
consists of three research papers to be submitted to scholarly journals. The cohesiveness of 
the three papers lies within the theme of an in-depth probing into an application of a 
multicultural education-CMC integration. In addition to this general introduction, I also 
present general conclusions in the final chapter as well. 
The first paper, "The Coalition of Multicultural Education and Computer-Mediated 
Communication: Theory and Practice," examines the current literature on the coalition 
between multicultural education and CMC. In doing so it serves to provide an overview of 
the current status of the integration providing theoretical claims and examples of 
applications. This paper serves as a literature review for the remaining two articles. It gives 
brief definitions and characteristics of both multicultural education and CMC, unmasks the 
theory underlying the integration of the two, and categorizes current uses—all to provide a 
backdrop for the second and third papers. 
5 
The second paper, "The Inside Scoop: Integrating Multicultural Education and 
Computer-Mediated Communication for Constructing Discourse on Critical Pedagogy in 
Composition," uses a case study approach to shed light on the intricacies of a multicultural 
education-CMC environment. This paper addresses the questions, "What might such an 
environment look like? What might be expected? What goes on?" In doing so, this paper 
contributes to application research. Significant in this paper is the provision of actual 
excerpts from on-line transcripts. Together they paint a vivid picture of the interactivity as 
related to the goals of the course (U.S. Multiculturalism and the Composition Curriculum). 
The third paper, "The Integration of Computer-Mediated Communication and 
Multicultural Education: A Postmodern Interrogation" adds yet another perspective to the 
practice of integrating multicultural education and CMC for the purpose of facilitating a 
democratic environment. Significant in this paper is the experiences of the participants as 
interpreted by themselves. This paper brings to the discourse on multicultural education and 
CMC a perspective that is often overshadowed by existing research agendas: the user's 
perspective. It offers perspectives of postmodern educational technology as alternative ways 
of thinking about the integration so as not to undermine or counter noble goals of 
implementation. 
The strength of this dissertation research lies in the contribution of each individual paper 
as well as the collective contribution of all three. The first paper is unique in that it collates 
accounts of multicultural-CMC integration revealing the motivation behind the practices 
while illustrating commonalties and discrepancies. It serves as a cornerstone for centralizing 
the practice and achieving clarity. The case study approach used in the second paper provides 
a window for viewing the intricacies and outcome of a multicultural education-CMC 
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facilitated environment. For interested educators, it provides a different example and 
perhaps resource for future practices. Finally, the third paper conveys the participant's 
perspective—one that is rarely the focus of direct observation. The qualitative methods used 
in the second and third papers yield rich comprehensive data from a primary source and 
offers veritable insight into a multicultural education-CMC integrated environment. Under 
the auspices of an interpretist/postpositivist paradigm, the study's data were discovered, 
rather than created, as a result of observing an active multicultural-CMC integrated 
environment and interviewing participants involved. 
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THE COALITION OF MULTICULTURAL EDUCATION AND COMPUTER-
MEDIATED COMMUNICATION: THEORY AND PRACTICE 
A paper to be submitted to the Journal of Research on Computing in Education 
Lucretia O. Carter 
Introduction 
Sister class exchanges through global learning networks are by no means a new 
phenomenon. The French educator Celestin Freinet originated interscholastic 
exchanges in 1924 using the printing press to "publish' students' writings and 
exchange them and 'cultural packages' with distant classes. By the time of Freinet's 
death in 1966, the Modem School Movement, which he founded, involved 10,000 
schools in 33 countries. These schools carried out collaborative projects using regular 
postal service to exchange materials and maintain contact (Cummins & Sayers, 
1996). 
While global learning networks are by no means a new phenomenon, the increasingly 
popular use of computer-mediated communication to foster such exchanges has sparked 
inquiry concerning the medium's potential to meet certain educational goals. 
Becoming increasingly popular is the notion that a coalition between computer-mediated 
communication (CMC) and multicultural education is beneficial to continuing the practice of 
interscholastic exchanges. Ultimately, multicultural education is an emancipatory pedagogy 
of collaborative critical inquiry purposed to prepare students for democratic participation 
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(Banks, 1997; Cummins & Sayers, 1996; Nieto, 1996). Likewise, CMC, with its 
components ~ electronic mail and messages, private mail boxes, read-only bulletin boards, 
synchronous and asynchronous computer conferencing ~ and capabilities — linking, 
expanding and interacting — distinguish the medium as one able to foster a democratic 
environment (Schrum, 1991). 
While the belief exists that multicultural education can guide the use of CMC, and CMC 
can support the goals of multicultural education, there has been litde exploration into this 
claim. Typically, the agendas of multicultural education and technologies, such as computer-
mediated communication, are pursued independently (Damarin, 1998). Therefore, 
synthesizing multicultural education research and that of CMC, I attempt to present the 
current literature on the coalition of the two pedagogies. Highlighted are the theories and 
practices that suggest a relationship between the two are presented. Also, I give attention to 
both agendas and where the two converge and diverge. 
In this review of the literature, I firth present a description of multicultural education 
goals and practices. Second, I defme CMC, and provide descriptions of its characteristics, 
features, and current educational uses which have distinguished the medium as a potential 
partner to multicultural education. Next, as the title suggests, I delve into the theory and 
practices of the coalition. In the section on theory and practice, I, first, offer justification for 
exploring a partnership between the two agendas. Then, I profile current practices of the 
coalition between multicultural education and CMC, along with advantages and limitations. I 
conclude the literature review with a brief summary. 
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Multicultural Education 
In the Dictionary of Multicultural Education (1997), multicultural education is defined as 
a pedagogy which recognizes and is inclusive of 
the human rights, contributions, experiences, and dignity within all groups of people. 
It stands on the democratic principles espoused by many nations. Although it is still 
considered a reform movement, it has become an academic discipline whereby theory 
and practice is taught to those interested in integrating multicultural concepts into 
their areas of specialization and life in general. (Donaldson & Verma) 
Essentially, multicultural education is educational reform for racial, ethnic, and social 
equality. In its most fundamental state, multicultural education is an emancipatory pedagogy 
of collaborative critical inquiry (Nieto, 1996) purposed to "help students develop the ability 
to make reflective decisions on issues related to ethnicity and to take personal, social, and 
civic actions to help solve racial and ethnic problems in our national and world societies" 
(Banks, 1997, p. 25-26). The implementation of multicultural education is intended to 
advocate the development of a democratic and just society for cultural democracy and 
empowerment (Damarin, 1998; Nieto, 1996). Ultimately, it aims to help the nation attain its 
democratic ideals (Banks, 1997). 
More specifically, multicultural education is an affirmation of diversity (Nieto, 1996) 
which "embodies a social critique and ultimately praxis" (Roblyer, Dozier-Henry & Bumette, 
1996). Critical multiculturalism, Davis (1999) notes, alters the cognitive filter to create a 
different reality by connecting the theory of liberatory pedagogy with the practice of 
constructing knowledge through students' experience, self-awareness, and self-concept. 
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Furthermore, fundamental to multicultural education is the provision of educational 
equality (Gollnick & Chinn, 1994; McCormick, 1995). Inclusive in the agenda of 
multicultural education is the eradication of inequality and discrimination resulting from 
"race, sex, religion, exceptionality, language or class" (McCormick, 1995, p. 206). A 
curriculum that is multicultural is one in which students see themselves reflected in 
instruction. 
Some practices of an emancipatory, democratic and critical pedagogy include: 
• helping students develop the ability to make reflective decisions on issues related to 
ethnicity and to take personal and civic action for helping solve racial and ethnic 
problems in our national and world societies 
• viewing historical and contemporary events from diverse perspective 
• helping individuals develop cross-cultural competency 
• providing students with cultural and ethnic alternatives 
• reducing cultural and ethnic encapsulation 
• helping students expand conceptions of what it means to be human 
• helping students master essential reading, writing and computational skills (Banks, 
1997). 
This list is representative of only a few practices. However, it represents the kinds of 
pedagogy educators are exploring for new ways to facilitate. 
Some educators (Appelbaum and Enomoto, 1995; Cunmiins and Sayers, 1996; 
McCormick, 1995; Monke, 1998; Riel, 1992; Roblyer, Dozier-Henry and Bumette, 1996) are 
exploring the potential of computer-mediated communication to help achieve the goals of 
multicultural education. A popular belief is that the empanicipatory and democratic character 
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~ linking, expanding, and interacting capabilities — of computer-mediated communication 
can help support practices which further the emanicipatory and democratic goals of 
multicultural education. 
Computer-Mediated Communication (CMC) 
Definition 
While CMC is a broad term for various networking systems, such as electronic mail, 
Usenet news, internet relay chat (IRC), gopher. World Wide Web, etc., it can be defined and 
described as "telecommunications technology that employs the computer as an intermediary 
to facilitate communication" (VanGorp, 1997). CMC is communication across distances 
using personal computers, modems, phone lines, and computer networks (Harasim,1993; 
Schrum. 1991). Primary features of CMC include its synchronous and asynchronous 
capabilities. Synchronous exchanges occur in real-time between two or more individuals 
while asynchronous exchanges allow a period of unspecified latency (Harasim,1993; 
Romiszowski & Mason, 1996; VanGorp, 1997). 
CMC has had demonstrable effects on business, including encouraging communication 
between individuals who live in dispersed locations. It has the general effect of overcoming 
the limitations of time, spatial distance, and interaction within the organizational hierarchy 
with which communication media must deal (Harasim,1993; Romiszowski & Mason, 1996). 
As such, scholars have begun to explore implications for meeting goals of education. More 
specifically, because of the unique communications features of CMC, educators are looking 
to the medium for its capacity for extension ~ extending beyond the four walls of the 
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traditional classroom, extending beyond the geographical boundaries, extending beyond 
social borders. 
Characteristics and Features 
The communication features and characteristics of CMC include electronic mail and 
messages, private mail boxes, read-only bulletin boards offering up-to-date information, 
computer conferencing — synchronous and asynchronous ~ and 'real time chats'. Some CMC 
networking systems also have a facility to attach and send documents (Leach, 1997; Ruberg 
& Sherman, 1992). Educators have found that such features afford certain possibilities that 
otherwise would be almost impossible without CMC, such as facilitating group discussions, 
interacting asynchronously, and overcoming geographic boundaries. 
Facilitating Group Discussions 
CMC is a powerful tool for group communication and cooperative learning. Because it is 
essentially a medium of written discourse with the spontaneity and flexibility of spoken 
conversation (Harasim,1993; Romiszowski & Mason, 1996; Schrum, 1991), CMC is capable 
of supporting complex processes of interaction between participants. Multiway 
communication (Romiszowski & Mason, 1996; Ruberg & Sherman, 1992) is achieved when 
participants receive specific feedback of any length to their contributions from any other 
member of the CMC discussion. Also, on-line discussions tend to have a non-linear pattern 
characterized by multiple threads (Ruberg & Sherman, 1992). Furthermore, multi-level 
topical themes can be discussed simultaneously at varying rates (Ruberg & Sherman, 1992). 
14 
Overcoming Geographic Boundaries 
With the connecting capabilities of CMC, geographic isolation does not imply 
educational isolation (McMahon, 1997; Ruberg & Sherman, 1992; Schrum, 1991). With 
CMC, interactive capabilities are not bound by time and geographic distance, and flexibility 
is increased at a significantly reduced cost (Ruberg & Sherman, 1992). Proper use of the 
medium can allow access to previously unavailable communities and provide a window to 
the world (Harasim,1993; Schrum, 1991). 
interacting Asynchronously 
One of the primary features of CMC is its asynchronous capability. Because electronic 
messages can be captured permanendy (Harasim,1993; Leach, 1997) users can control the 
timing of communication interactions, thereby affording a period of unspecified latency. 
This latency allows participants the time they need to read, reflect upon, and formulate a 
response to previously received messages (VanGorp, 1997). As such, interacting 
asynchronously is "best suited for subject matter that involves discussion, brainstorming, 
problem-solving, collaboration, and reflection" (Romiszowski & Mason, 1996, p. 445). 
While facilitating group discussions, interacting asynchronously, and overcoming 
geographic boundaries are only a few of the medium's capabilities, they are the significant 
expanding capabilities that have characterized CMC as an "emancipatory communication 
medium" (Romiszowski & Mason, 1996). As such, Ruberg & Sherman (1992) assert that 
CMC, as an emancipatory communication medium, is most effective in the following five 
situations: 
1. non-competitive activities 
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2. questions that require more reflection 
3. questions where answers are wanted from several students 
4. identifled topics and group conferences 
5. private interactions 
Educators are using the empancipatory communication medium to support environments 
where such situations are occurring. 
Current Uses in Education 
Instructional CMC research reveals numerous expanding, linking, and interacting 
applications of CMC. Educators find that the medium offers previously unimaginable 
communication access and capabilities (Ruberg & Sherman, 1992). For example, Mark 
VanGorp, in ClassNet: A Potential Computer-Mediated Communications Learning Tool in 
Pre service Teacher Education? (1997), observes three broad uses of the technology in a 
preservice teacher program: 
• Extending and enriching the traditional course environment 
• Extending and enriching communication during student teaching 
• Building partnerships 
Due to the extending and connecting potential of CMC, educators view it as a social 
technology that can be focused on linking students and teachers to each other and to the 
world outside of the school walls (Ruberg & Shrum, 1992). 
Research in the educational uses of CMC highlights numerous applications and benefits. 
They can be categorized into enhancing teacher education programs, fostering dialogue on 
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current relevant issues, supporting professional development, collaborating on curriculum, 
overcoming geographic isolation, and conducting research. 
Enhancing Teacher Education Programs 
In teacher education programs, CMC has been used to link student teachers with 
inservice teachers and/or faculty members/supervisors. Schrum (1991), in examining current 
uses of technology in the education of future teachers, cited ways that CMC was used to 
enhance educational experiences. Schrum noted that through interactions with inservice 
teachers, preservice teachers bridged educational theory with actual teaching practices. Also, 
students practiced integrating curricular activities. 
Furthermore, Ruberg and Sherman (1992) examined educational applications of CMC to 
identify tools for learning provided by the medium and to identify key features of successful 
CMC applications. They acknowledged that CMC enabled students and faculty, over short 
and long distances, to exchange lesson plans, obtain support from peers, provide feedback 
and clarification, schedule meetings, and share curriculum ideas (Ruberg & Sherman, 1992; 
Schrum, 1991). 
Fostering Dialogue on Current Issues 
The linking, expanding and interacting capabilities of CMC have also contributed to the 
sustaining of electronic forums where current affairs can be discussed and addressed. Leach 
(1997) used the electronic forum to support dialogue on social issues which contribute to the 
classroom, such as cultural and linguistic diversity. Leach noted that the atmosphere of this 
electronic forum promoted non-judgmental but critical questioning approaches and 
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encouraged an enthusiasm for sharing. For students, the electronic forum provided a space 
for them to "debate theory, engage in dialogues about classroom resources and planning, 
discuss school problems objectively, 'listen' to lectures by subject experts, dispute ideas, 
puzzle over theory, seek help with assignments, relax with humor and chat" (p.64). 
Subsequently, such electronic forums can be sustained after students have graduated. 
Schrum (1991) reported that a network was established at a university where former students 
have been able to continue the discussions about educational issues, theory, and policy that 
were so much a part of their lives at the university 
Supporting Professional Development 
Educators like McMahon (1997), Bliss and Mazur (1996), Broholm and Aust (1994) and 
Coniam, Sengupta, Psut, & Lyn (1994) have explored the potential for employing CMC for 
fostering professional development among teachers. McMahon (1997) examined the 
experiences of teachers involved in networked-based professional development. The results 
indicate that the electronic environment of CMC can provide a nonevaluative environment 
where networked-base professional development can be supported. 
Bliss and Mazur (1996) examined the potential of combining teaching cases with CMC to 
stimulate learning communities comprised of new and experienced teachers. In their study, 
CMC helped foster a nonthreatening environment for developing associations of the 
experienced and novice teachers. Also, for educators, CMC has encouraged horizontal 
contacts — those outside superior-subordinate relationships within departments. Thus, 
organizational structure is challenged and changed, and a less hierarchical organizational 
structure is created. Such was highlighted in Broholm and Aust's (1994) examination of the 
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communication patterns of teachers who used an electronic mail system designed to 
encourage curricular collaboration and sharing of resources. 
Coniam, Sengupta, Psut, & Lyn (1994) in their description of a computer network 
established to provide professional support to English language teachers confirm the 
potential of the medium to allow educators to obtain professional support wherever and 
whenever it is needed. 
Furthermore, researchers found that the linking and interacting capabilities of CMC have 
allowed educators to simply engage in social exchanges (Broholm and Aust, 1994). Through 
opportunities to debate and discuss their teaching, they have felt empowered and affirmed as 
professionals (Bliss and Mazur, 1996). 
Collaborating on Curriculum 
Also noted in the research mentioned, preservice, novice, and experienced teachers, as 
well as teacher educators used CMC to collaborate on curriculum ideas and development. 
The interactions were a means for broadening professional and intellectual horizons 
(Broholm and Aust, 1994; Leach, 1997) by encouraging collaborations and sharing 
resources. Furthermore, it was noted that such an electronic environment provided an 
evolving learning curriculum which is ongoing and experimental (Leach, 1997). 
Overcoming Geographic isolation 
One of the most popular uses of CMC includes using its linking, expanding, and 
interacting capabilities to overcome geographic isolation. Noted in Rudden and Mallery's 
(1996) study that required the use of CMC to complete academic tasks, is how educators in 
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small communities used the medium to simply overcome solitude. Similarly, those who 
found themselves geographically dispersed far from peers used the medium to reach them. It 
was also recognized by researchers that in general, CMC encourages a more geographically 
dispersed pattern of communication by teachers and encourages contacts between diverse 
educational groups (Broholm and Aust, 1994). Also overcoming geographic isolation are 
home-bound students who use CMC to maintain interactions with their tutors and fellow 
students (Ruberg & Sherman, 1992). 
Conducting Research 
Finally, the electronic environment of CMC has not only been viewed as an ideal object 
of social interaction research, but also as a setting for fostering research collaborations. 
Leach (1997) and Ruberg and Sherman (1992) also note that because the electronic dialogue 
is text-based interchange, all the interactions are archived in electronic text form. As such, 
the medium is ideal for conducting social interaction research. In addition. Rice and Love 
(1987) while investigating the socioemotional content of CMC, cited that the electronic 
environment served as a hub for research communities that were typically geographically 
dispersed yet in great need of shared information. In such cases, CMC contributed to 
awareness of developments in the field, new ideas about research topics, and increased 
productivity (Rice & Love, 1987). 
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Theory of a Multicultural Education and CMC Coalition 
Due to features and innovative uses of CMC, some educators (Appelbaum and Enomoto, 
1995; Cummins and Sayers, 1996; McCormick, 1995; Riel, 1992; Roblyer, Dozier-Henry 
and Bumette, 1996) are exploring its coalition with multicultural education. There is wide­
spread belief that because of the linking, expanding, and interacting capabilities, CMC is an 
ideal technology for furthering the goals of multicultural education. Essentially, this ideal 
rests on a belief in the pedagogy that multicultural education and CMC have in common. 
With a common pedagogy serving as the basis for the two, it is asserted that CMC practices 
can support those of multicultural education while simultaneously, the practices of 
multicultural education can inform those of CMC. 
Damarin, in "Technology and Multicultural Education: The Question of Convergence," 
(1998) compares the electronic pedagogy of technology such as CMC with the emancipatory 
pedagogy of multicultural education, concluding that the two are parallel. Substantiating the 
emancipatory pedagogy of multiculturalism, Damarin (1998) suggests that the principles of 
CMC and multicultural education parallel and therefore support each other. Damarin ascribes 
the parallelism to two primary ideas: 
1. the rejection of student accumulation of preselected facts as the driving mode of 
education and 
2. the assertion that the social organization of the classroom must change in ways 
that not only displace the authority of the teacher as a dispenser of all valuable 
knowledge but also disrupt the traditional hierarchies (pre)determining who 
succeeds in school (p. 17). 
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Damarin provides the following table to illustrate the parallelism of the two pedagogies 
which allow them to support each other. 
Emancipatory Pedagogies Electronic Pedagogies 
Reject "banking system' of education 
Decenter the teacher 
T^rom margin to mainstream' 
Knowledge shared by student and 
computer-based resources 
'A guide on the side, not a sage on the 
stage' 
Recognized multiple ways of 
knowing 
The parallelism portrayed in Damarin's table illustrates a "pattern of consistencies and 
sameness across areas of practice that do not share common elements" (p. 18). Damarin 
contends that 
These consistencies can create a window of opportunity for practitioners (including 
instructional developers, curriculum planners, and teachers) who focus on educational 
technology to Join those who focus on equitable multicultural education in an effort to 
define and devise curricula and activities that serve their common purpose, (p. 18) 
This window of opfKjrtunity created by the consistencies between multicultural pedagogy and 
CMC affords educators a foundation upon which to build practices. Some of these practices 
are outlined in the following section. 
Moreover, Romiszowski and Mason report in the Handbook of Research for Educational 
Communications and Technology: A Project of the Association for Educational 
Communications and Technology (1996), that there is growing recognition of CMC 
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capabilities for fostering democratic environments. Romiszowski and Mason point out that 
humanists make an argument for the use of the medium's pertinence in the classroom because 
CMC allows personal interaction between people. 
Similarly, as Romiszowski and Mason (1996) note, social constructivists perceive the 
conversation capability of CMC as its strongest asset to learning. Essentially, the 
teaching/learning process, from the social constructivist perspective "is seen as a form of 
conversation, whether real or in the mind of the learner, which leads to an 'agreement' on the 
meaning of specific content" (p. 441). Therefore, because CMC can facilitate real 
opportunities for conversation, it is an appropriate medium for the development of "those 
types of learning objectives where a conversational approach is of particular importance, i.e. 
higher-order learning objectives associated with problem-solving and critical-thinking skills" 
(p. 441). 
Correspondingly, the learning objectives of multicultural education are of a nature where 
the conversational approach (communication) is beneficial. For example, one of the 
objectives of multicultural education is to help reduce, among students, cultural 
encapsulation. As Roblyer, Dozier-Henry, and Bumette (1996) suggest, because 
multicultural education embodies social critique and ultimately praxis, CMC can assist by 
opening up avenues for communication. 
Furthermore, Doctor, in "Social Equity and Information Technologies: Moving Toward 
Information Democracy" (1992) notes that telecommunications technologies such as CMC 
will enhance democracy in an information age. Information democracy, according to Doctor, 
"deals with empowerment, with ensuring that people have the tools they need to participate 
in decision-making structures that affect their daily lives" (p. 44). 
Basically, the theory of a multicultural education and CMC coalition resides in the 
parallelism of the two pedagogies. Common principles such as 
• the acceptance of a shared knowledge base 
• lateral, as opposed to hierarchical knowledge transfer 
• a support for multiple ways of knowing 
• an appreciation of a social constructivist learning environment 
allow them to support each other. CMC's capabilities can foster the democratic envirormient 
for multicultural practices while multicultural practices can guide the uses of CMC. 
Practices of a Multicultural Education and CMC Coalition 
While research is sparse in the area of the coalition between multicultural education and 
computer-mediated communication, initiatives are being made in this area. The 
characteristics and features of CMC and its noted current uses in education coupled with the 
goals of multicultural education have inspired some educators to explore the coalition 
between the two. Current practices can be categorized as follows: 
• Nurturing critical perspectives in preservice teachers 
• Fostering dialogue on issues of multiculturalism 
• Facilitating intercultural, international learning networks 
Explorations along these lines have yielded practices which indicate some advantages of a 
CMC and multicultural education coalition. However, while advantages are celebrated, some 
educators also admonish naively embracing the coalition as an emancipatory pedagogical 
savior. 
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As often noted with other technologies, those of CMC also offer somewhat of a Faustian 
bargain. Roblyer, Dozier-Henry, and Bumette (1996) observed that while CMC technologies 
have become famous for weaving together "congenial souls," the electronic environment 
does not satisfy fully the "social machinery in our minds" (p. 9). Essentially, the technology 
within itself can not provide gratification for social and cultural ills. Therefore, an 
understanding of the limitations of the coalition between CMC and multicultural education is 
necessary to avoid naive implementation that may in turn counter the underlying philosophy 
of multicultural education. 
Nurturing Critical Perspectives in Preservice Teachers 
The coalition between multicultural education and CMC can be used to strengthen 
teacher education programs. Wizer and Beck (1996) supplemented a graduate teacher 
education course on diversity with email discussions. They identiHed an email forum as 
beneficial for fostering their strategies for incorporating student voice and experience, 
establishing cooperative learning, and understanding learning and teaching styles (p. 7). 
Wizer and Beck had students analyze a controversial case study concerning classroom 
curricular decisions through on-line discussions. 
McCormick (1995), a teacher educator who specializes in multicultural nonsexist 
education notes that equitable use of CMC is one that fosters an environment for nurturing 
critical persp>ectives and emancipatory pedagogy, revisioning knowledge and knowing, and 
modifying curriculum. McCormick connected the preservice teachers in her class with an 
urban multicultural school system via interactive television. The connection was threefold. 
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McCormick's students, all white women, mostly from rural, all-White communities were 
connected with 
(1) teachers, counselors, and administrators who work with multicultural populations in 
schools; 
(2) students who go to school in a multicultural urban setting; and 
(3) parents of children from the inner city. 
McCormick notes that such an environment is essential in preparing preservice teachers 
to teach in ethnically diverse student populations and meeting the (multicultural education) 
goal of preparing them to be social change agents. She notes that because of a clash between 
cultural norms and unconscious values and the presence of a different set of values and 
assumptions, often students resist teaching ethnically diverse populations (211). 
While McCormick uses the coalition between CMC and multicultural education to 
enhance a teacher education course, she acknowledges that disregarding issues of equity can 
do a disservice to the goals of the course. She notes that the typical computer user is the 
relatively affluent white male. Implied is the notion that those who have historically 
benefited least from the education system - minorities, the disabled, poor and female - and 
purposed to gain democratic participation through CMC are technologically disadvantaged. 
Therefore to believe that a coalition of CMC and multicultural education practices is 
synonomous with an ideal democratic environment is a naive assumption. Other equity issues 
McCormick suggests be considered include: 
• equal access to hardware and software 
• equal participation and the caliber of computer usage in classroom 
• perpetuation of race and sex biases and stereotypes via computer applications 
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• socioeconomic equity and opportunity (p.206). 
As such, some multiculturalists are critically investigating the potential for CMC to support 
new and useful opportunities for expanding the scope of equitable and multicultural 
education (Damarin, 1998). Thus, access, social equity and information technologies have 
become a heavily explored area (Damarin, 1998; Doctor 1992; Leigh, 1999). 
Fostering Dialogue on Issues of Multiculturalism 
Also, exploring the coalition between multicultural education and CMC, Appelbaum and 
Enomoto (1995) examined the use of a CMC exercise they designed to foster dialogue on 
multicultural issues and practices while simultaneously being a multicultural experience. As 
a part of a teacher education curriculum, they created an artificial environment of "teachers" 
and "consultants" with scenarios in a social foundations course dealing with diversity issues. 
Through the CMC, students "conferred on a variety of educational situations from diverse 
perspectives, responding to these scenarios as either teachers or as educational consultants" 
(p. 50). Anonymity was maintained through aliases as students posted their responses on a 
CMC bulletin board. 
Adapting five approaches to multicultural education, Appelbaum and Enomoto address 
how CMC can help meet the criteria of each, specifically. The five approaches highlighted 
were (1) human relations, (2) teaching the culturally different, (3) cultural democracy, (4) 
single-group studies, and (5) education that is multicultural and social reconstructionist (p. 
51). 
The human relations approach focuses on fostering understanding of differences among 
people in order to resolve interpersonal conflict. Through CMC, the exercise helped to avoid 
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supporting an ideology of individualism and contextualized interpersonal relations within 
group issues. The approach of teaching the culturally different focuses on raising the 
achievement of students of color, and/or eliminating gender differences in participation and 
performance -- essentially, removing inequalities associated with group differences. CMC, in 
this instance, helped remove barriers of access to dialogue. Appelbaum and Enomoto 
acknowledge that while these first two approaches occurred successfully during their CMC 
exercises, a more extended observation of the students is needed in order to detect the 
influences of the other three approaches. 
However, Appelbaum and Enomoto contend that the use of CMC may support the 
criteria of the other three approaches. The fourth approach is cultural democracy, which 
focuses on modeling an "unoppressive, equal, and culturally diverse society" (p. 51). Here, 
CMC was used to redesign the classroom. It is the contention of the researchers that CMC 
could provide a form of "undominated dialogue," which could effectively construct "a model 
of social interaction within an unoppressive and equal society" (p. 51). Also, the CMC could 
provide an artificial pluralist society where students could experience individual 
empowerment and validation of their identities and knowledge and participate in social 
change. Also, App)elbaum and Enomoto believed that CMC could allow students to focus 
discussions on one particular culture and therefore could help achieve the fourth approach, 
single-group studies. 
Finally, the fifth approach is education that is multicultural and social reconstructionist, 
which focuses on teaching students about political and economic discrimination and 
oppression and preparing them to become social change agents. Appelbaum and Enomoto 
believed that CMC could provide a space that supports the following: 
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• social action via rational argument and persuasion; 
• development of an awareness of the complexity of policy-making in dealing within 
differences and conflict within multicultural social organizations; 
• an understanding of how policy-making and compromise either weaken the influence 
of various perspectives or introduce ambiguity into policy in order to accommodate 
difference and conflict; 
• experience possibilities of actions that new teachers might take within such 
multicultural communities (p.51). 
The implementation of Appelbaum and Enomoto's union of CMC and multicultural 
education reveals implications for fostering multicultural experiences through CMC. 
While Appelbaum and Enomoto demonstrate CMC's capacity for fostering dialogue on 
multicultural issues and simultaneously providing a multicultural experience, CMC research 
notes some limitations. First, CMC, as a lone medium (without the convergence with 
multicultural education), draws issues of general concern from researchers. Because of the 
very characteristics that make CMC an attractive medium for communication, Romiszowski 
and Mason (1996) ask whether CMC has a democratizing or elitist impact on society. They 
acknowledge that CMC is not inherently interactive. Instead, it is heavily dependent upon 
"participation frequency, timely contributions by members, and the nature of messages 
posted" (p. 445). Therefore, for participants who may become overwhelmed and fall behind, 
CMC can be "didactic and passive"(p. 445). 
Likewise, researchers note the social influence CMC may have on its users. Rice and 
Lx)ve (1987) note that because of the lack of nonvisual or nonvideo media, less social 
presence is allowed. The communication, which is the basis of the medium, can seem "less 
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friendly, emotional, or personal and more serious, business like, or task oriented" (p. 88). 
Thus, users may experience feelings of dehumanization and detachment (Ruberg & Sherman, 
1992). Such feelings, Ruberg and Shrum (1992) note, negatively influence the quality and 
content of messages, and the pace and duration of exchanges. 
Other factors that contribute to the social influence of CMC include the users' level of 
technology experience (McMahon, 1997) and the availability of funding sources (Amoroso, 
1993; McMahon, 1997). 
Facilitating Intercultural, International Learning Networks 
Also, contributing a significant amount of research to the area of cultural literacy and 
networking, Cummins and Sayers (1996) identify telecommunications technology, like 
CMC, as having the potential to act as a catalyst for the development of both intercultural 
understanding and critical literacy. They note CMC as a significant tool for facilitating 
intercultural learning networks which may then provide access to information and 
possibilities for democratic participation. They argue that CMC contributes to an 
emancipatory pedagogy through its power to link distant classrooms for purposes of 
collaborative projects on issues of mutual concern. At the core of these collaborative 
networking projects is social and cultural inquiry, which Cummins and Sayers (1996) 
describe as the "emergence of a community of learning that thrives on incorporating 
alternative perspectives in its search for understanding" (p. 9). 
Cummins and Sayers (1996) note examples of such collaborative networking projects 
which address issues that have immediate social relation and are sustained through CMC: 
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• confronting the impact of war and ethnic conflict on children and adults who 
have become refugees; 
• understanding the different cultural realities experienced by deaf and hearing 
children from different countries 
• confronting inter-ethnic conflict between Latino and African-American students; 
• promoting intergenerational learning among children, adults, and extended 
families; 
• exploring and critically analyzing proverbs from different cultures 
• researching the Holocaust and other acts of genocide as a way of furthering an 
end to intolerance; 
• promoting global awareness through collaboration in raising money to build 
village wells in Nicaragua; 
• publishing an international students' magazine. The Contemporary, that focuses 
on controversial issues of global importance. (1996) (p. 9) 
In all these projects, CMC has contributed to supporting the goals of an emancipatory 
pedagogy. 
Similarly, Riel (1992) acknowledges CMC's democratic participation capability as a 
device for extending classroom learning into the community and utilizing peers around the 
world as teachers for one another. In these learning circles interactions, as Riel calls them, 
instructional units can be enriched by information from different locations. It is a 
reciprocal approach. During these cross-cultural exchanges, students investigate their own 
location, environment, history, social problems, or cultural attitudes in relationship to others. 
Riel notes that doing so is an effective way for students to learn about themselves as well as 
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about people in distant locations (p. 17). Rlel recognizes that teachers benefit from distant 
forum partnerships as well as students. The reciprocal approach offers infusion of new ideas 
and strategies from across a shrinking world. Ultimately, the use of CMC to facilitate 
learning circles contributes to an educational program that maximizes the educational benefit 
while minimizing cost in terms of limited educational resources. 
Furthermore, Roblyer, Dozier-Henry, and Bumette (1996) acknowledge CMC as a 
technology that can help achieve the most important purposes of multicultural education (p. 
5). They offer data which indicate that online communications can change the way students 
look at people from cultures other than their own. The more interactive the communications, 
the scholars claim, the more positive the change in attitudes toward partners. In, "Technology 
and Multicultural Education: The TJneasy Alliance'" (1996), the researchers advocate a few 
activities based on the alliance between CMC and multicultural education. The activities 
highlighted are based on a "partner program model," (p. 8) which link students across 
geographically dispersed locations — nationally and internationally. The linkages focus on 
the following: 
• common products such as joint news letters and other publications 
• the exploration and comparison of endangered species in the two locations 
• joint art projects 
• the sharing of reports on schools and family life to help students understand day-
to-day life experiences in the two locations. 
• the exchange of leisure activities in their cultures like videotapes and popular 
songs 
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Such activities, as noted by Roblyer, Dozier-Henry, and Burnette (1996) encourage students 
to recognize their own countries as a complicated pattern of many cultures. 
Although noting the legitimacy of the coalition between CMC and multicultural 
education, Roblyer, Dozier-Henry, and Beraette (1996) also note concerns for facilitating 
intercultural and/or international learning networks. They note that simply combining CMC 
and multicultural education does not foster intercultural understanding. The combination is 
not a sufficient antidote to racism. To think so is a reflection of a superficial understanding of 
multicultural education and intercultural communication. As such, they recommend that 
implementers possess a clear understanding of multicultural pedagogy, thus moving away 
from superficial approaches. 
In addition, researchers also caution that accepting CMC as a neutral medium is a 
reflection of a superficial understanding of the technology. Disregarding certain built-in 
cultural biases of the technology leaves room for applications which yield adverse effects to 
the goals of implementation. Damarin (1998) states that: 
... both deep and superficial characteristics of technologies are determined by the 
socially and culturally-based assumptions of their designers and developers. 
. ..women, members of the working class, and African Americans would design and 
apply advanced technologies differently were they given the opportunity. There can 
be no question but that there are encoded in the class room technologies of today 
certain features (some identified and some not yet uncovered) that perp>etuate 
Eurocentric, masculine ideas and ideals, (p. 12) 
This perspective implies that the mere design and characteristics of CMC can contribute to 
the isolation and silencing of the voices of minorities (Damarin, 1998). 
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In addition, Monke (1998), international educator and author of the "The Web of 
Deceit" (1998), warns that electronic cultural exchanges can be more misleading than 
educational. In reference to the international, "global" reach of the CMC, Monke asserts that 
it seems f)erfect for furthering multicultural awareness. However, he brings to light the 
centralizing nature of the electronic community that can/will undermine the intentions of 
educators and marginalized groups. Monke states: 
Regardless of where they live in the world, students with Net access most certainly 
are much more similar than they are dissimilar; they share.. .a common techno-culture 
that subsumes local culture (p. 42). 
Educators who wish to employ the technology to facilitate a multicultural environment where 
voices of indigenous cultures are heard will find that those participating in the cultural 
exchanges probably share a culture not so different from the one in which they live. 
Commonalities of the participants are those brought on by technology. 
Furthering his argument against the naive elevation of an electronic environment as a 
source for assisting multicultural awareness, Monke warns that members of an indigenous 
culture or marginalized group who seek to find a voice electronically may find the need to 
sacrifice some essential cultural values that contribute to their cultural identity. Monke states: 
...non-technological societies cannot communicate electronically without changing 
the way they think, the way they act, and the way they live ~ in other words without 
abandoning their traditional cultures (p. 43). 
So true expression of a non-technological culture can not be attained. Also, those 
participating on the opposite end of the cultural exchange may not hold the same admiration 
for CMC. More specifically, as Roblyer, Dozier-Henry, and Bumette (1996) note, the 
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"reverence" with which electronic communication is held in the U.S. "may be in direct 
contradiction to the perceptions of cultures that are heavily relationship-oriented" (p. 9). 
Likewise, although he acknowledges that the conununication itself is a "good thing" (p. 
106), Talbott (1995), in "Do We Really Want a Global Village," cautions against unreserved 
assumptions that CMC is the answer to the "fortification and isolation" of existing 
communities. He warns that people in relation to the electronic culture of an electronic 
environment become "manageable abstractions of themselves" (p. 107), allowing them to 
maintain a less "visible - and therefore more insidious - communal disassociation" (p. 108). 
As such, participants can feel less responsible for the words they communicate than when 
engaged in a face-to-face conversation. 
Finally, Talbott (1995) discloses that an electronic cultural bridge, by nature is 
"monolithic and violently assimilative" (p. 108). He notes that it can do three things: 
(1 )impose the "disembodied rationality" (p. 109) of the West on nonwestem, unindustrialized 
nations, (2)detach meaning from the communities in which it exists and vice versa, and 
(3)serve technological and commercial logic, instead of the participants for which it is 
suggested are being served. 
Summary 
There is popular belief that a coalition between CMC and multicultural education is 
unavoidable. The pedagogies of the two are parallel and thus allow them to support one 
another. Common principles include the acceptance of a shared knowledge base; lateral, as 
opposed to hierarchical knowledge transfer; a support for multiple ways of knowing; and an 
appreciation of social constructivist learning environments. 
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While these principles are apparent through the goals of multicultural education, some 
educators, because of its linking, expanding, and interacting features, are identifying CMC 
as a conduit of such principles. As such, they found that exploring the coalition between 
multicultural education and CMC is worthwhile. Current explorations can be categorized into 
three applications: nurturing critical perspectives in preservice teachers; fostering dialogue on 
issues of multiculturalism; and facilitating intercultural, international learning networks. 
Within these three applications, educators have disclosed advantages as well as limitations. 
Some advantages include; 
• preparing preservice teachers to teach in ethnically diverse student populations by 
connecting them to teachers, students and parents from outside areas 
• counteracting an ideology of individualism by removing barriers of access to dialogue 
• supporting intercultural understanding and critical literacy through networking projects 
and learning circle interactions 
Although the advantages of the coalition are appealing, educators note that disregarding 
limitations can do a disservice to intended goals. Some limitations include: 
• disregarding issues of equitable access 
• overlooking that CMC is not a neutral medium of communication 
• overlooking social determinants imposed on users 
Ignoring such limitations can contribute to an absence of individuals from underrepresented 
groups — people of color, women, poor, disabled ~ and leave room for practices which 
counter the goals of multicultural education. 
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THE INSIDE SCOOP: INTEGRATING MULTICULTURAL EDUCATION AND 
COMPUTER-MEDIATED COMMUNICATION FOR CONSTRUCTING 
DISCOURSE ON CRITICAL PEDAGOGY IN COMPOSITION 
A paper to be submitted to Theory Into Practice 
Lucretia O. Carter 
Introduction 
While some educators have explored the alliance of multicultural education and 
computer-mediated communication (CMC) as a catalyst for responding to national and 
international agendas in education, research in this area is sparse. Romiszoski and Mason 
(1996) predict that such an alliance will continue. However, to begin to make strategic 
planning decisions, tactical decisions, and good logistical decisions in relation to the 
multicultural education-CMC coalition, much needs to be disclosed about what goes on 
within such an environment. 
The purpose of this paper is to unveil the dynamics of such an environment. As such, 
highlighted are the features and characteristics of a course that employed CMC to help 
further its multicultural education content and objectives. Detailed are the course structure, 
activities, and interactions as they relate to the integration of multicultural education and 
CMC to meet the goals of the course. Essentially, in this paper, I attempt to answer the 
questions, "What might such an environment look like? What might be expected? What goes 
on?", and in doing so share insight, lend ideas, and motivate informed practices. 
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To address these questions, I observed an electronic forum, purposed to enhance 
democratic participation in constructing discourse on critical pedagogy in composition. To 
gain insight into the dynamics of the alliance between multicultural education and CMC, 
descriptions of the course, the participants, the electronic forum, and an inside look into the 
interactivity of the forum are presented. To shed light on the newly developing practice of 
bringing together multicultural education and CMC a brief summary is first presented. 
The Idea of Multicultural Education and CMC Integration 
While multicultural education and CMC have existed as two very different agendas for 
some time, a number of educators are bringing the two together to meet certain educational 
goals. Fundamental to the coalition of the two is an emancipatory pedagogy (Damarin, 1998), 
which manifests itself through the acceptance of a shared knowledge base, lateral, as opposed 
to hierarchical, knowledge transfer, a support for multiple ways of knowing, and an 
appreciation of a social constructivist learning environment. 
Multicultural Education 
Multicultural education essentially involves preparing students for democratic 
participation in our heterogeneous world (Banks, 1997; Cummins and Sayers, 1996). More 
specifically, it is educational reform (Donaldson & Verma, 1997) manifested through an 
emancipatory pedagogy of collaborative critical inquiry (Nieto, 1996) and the provision of 
educational equality (GoUnick & Chinn, 1994; McCormick, 1995). The implementation of 
multicultural education is intended to nourish the development of reflective decision-making 
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skills on ethnicity related issues in students and prepare them to become social change 
agents in helping solve racial and ethnic problems nationally and internationally (Banks, 
1997). 
Essential to multicultural education is the practice of constructing knowledge through 
students' experiences, self-awareness, and self-concept (Davis, 1999). It is an inclusive 
agenda (Donaldson & Verma, 1997; McCormick, 1995) aimed at conceiving a democratic 
and just society for cultural democracy and empowerment (Banks, 1997; Nieto, 1996). 
Therefore, practices might include helping students develop cross-cultural competency, 
viewing contemporary and historical events from multiple perspectives, and reducing cultural 
and ethnic encapsulation (Banks, 1997). 
Computer-Mediated Communication (CMC) 
CMC is telecommunications technology that makes use of the computer as an agent to 
facilitate communication (VanGorp, 1997). It is inclusive of multiple networking systems, 
such as the World Wide Web, electronic mail, Internet rely chat (IRC), and Usenet news 
(VanGorp, 1997), which serve as intermediaries for synchronous and asynchronous 
communication across distances (Romiszowski and Mason, 1996; Schrum, 1991; VanGorp, 
1997). 
CMC has been credited for its features which help foster and promote democratic 
communication and participation (Harasim, 1993; Romiszowski and Mason, 1996; Schrum, 
1991). Because of its capabilities for overcoming limitations of time, spatial distance, and 
interactions within organizational hierarchies (Harasim, 1993; Romiszowski and Mason, 
1996), educators are relying on CMC for expanding beyond the traditional four-walled 
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classroom, geographic boundaries, and social borders (Bliss & Mazur, 1996; Broholm & 
Aust, 1994; Leach, 1997; McMahon, 1997; Ruberg & Sherman, 1992; Schrum, 1991; 
VanGorp, 1997). In such cases, the implementation of CMC is intended to facilitate the 
process of democratization as individuals and groups equally share information (Schrum, 
1991). 
The Integration of Multicultural Education and CMC 
Although very little research has been done specifically targeting the alliance between 
multicultural education and CMC, explorers have acknowledged the potential of the 
combination. A consensus among such educators (Appelbaum and Enomoto, 1995; Cummins 
and Sayers, 1996; McCormick, 1995; Wizer and Beck, 1997) is that through its capacity to 
link and expand classrooms for the purposes of promoting critical thinking and intercultural 
literacy (Cummins and Sayers, 1996), CMC can help foster the type of democratic 
environment advocated by multicultural education theory and practice. Some of the practices 
include nurturing critical perspectives in preservice teachers (McCormick, 1995), fostering 
dialogue on issues of multiculturalism (Appelbaum and Enomto, 1995; Wizer and Beck, 
1996), and facilitating intercultural, international learning networks (Cummins and Sayers, 
1996: Riel, 1992). 
Such research gives a glimpse of the potential of the CMC-muldcultural education 
combination (e.g. the significance of the combination for meeting larger research and 
educational agendas). However, as this practice continues, as with any developing area, more 
exploration is needed into the depths and dynamics of such an environment in order to make 
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tactical decisions, effective strategic planning and good logistical decisions (Romiszowski 
and Mason, 1996). 
CMC researchers, Romiszowki and Mason (1996) report that significant to teaching and 
learning concerns are, among other things, the content and objectives that may be treated by 
CMC and the process of interactivity and interaction as it occurs in CMC. Romiszowki and 
Mason report that content and objectives most suitable for CMC are those that involve 
"discussion, brainstorming, problem solving, collaboration, and reflection" (p. 445). Such 
involvement is characteristic of multicultural education practices. 
Furthermore, the process of interactivity and interaction is recognized as a primary 
advantage of the medium. Such a process is deflned by Romiszowki and Mason (1996) as 
"the capability of participants to receive specific feedback of any length to their contributions 
from any other member of a CMC discussion" (p. 445). Research (Romiszowki & Mason, 
1996; Schrum, 1991) notes that the message exchange patterns observed through interactivity 
and interactions support the position that communication patterns are democratic and group 
discussion oriented in a CMC facilitated environment. Such interactivity and interactions are 
key to practices in multicultural education. 
Therefore, in this unveiling, I chose to give special attention to the multicultural 
education content and objectives and the resulting CMC-facilitated interactions. Much space 
is given to how the interactivity and interactions coincide with the multicultural education 
objectives because it is out of a desire to foster democratic-oriented discussions, reflections, 
critical inquiry and collaborations that the integration of CMC and multicultural education is 
spurred. 
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In what follows, I present the dynamics of a multicultural education oriented course 
which used CMC to support instructional and communication activities. Outlined are the 
purposes and objectives of the course and how they related to CMC; descriptions of the 
participants involved in the interactivity; strategies used for participating in electronic 
discourse; and samples of interactivity and interactions. 
What might such an environment look like? 
The dynamics of the on-line forum were influenced by the need, purpose and objectives 
of the course, the participation of the graduate students and experienced teachers, and the 
web conferencing system. 
U.S. Multiculturalism and the Composition Curriculum: The Course 
U.S. Multiculturalism and the Composition Curriculum was an English graduate level 
course for graduate teaching assistants of composition courses. The course was inspired by 
the paucity of multicultural pedagogy in composition studies which remains stagnant against 
the backdrop of rising interests in multicultural education, and emphases on diversity and 
equity initiatives. As such, the creator and instructor of U.S. Multiculturalism and the 
Composition Curriculum developed a curriculum that would introduce students to race, 
equity, linguistics, and educational reform literature relevant to pedagogical practices; 
prompt exploration into issues in teaching critical pedagogy in composition, and establish a 
forum for addressing the complex, multifaceted agenda being framed in response to ongoing 
cultural and educational transitions in the U.S. 
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Purpose and Objectives 
The purpose and objectives of the course were to (1) identity the issues affecting 
educational equity in the United States; (2) identify sociological, political, and educational 
reform literature relating to multicultural education; and (3) identify needed changes in the 
curriculum and develop materials and activities that promote a critical pedagogy for 
composition classes. The firamework for the broad subject matter of the course was set 
around the following questions; (1) Should we teach a critical pedagogy in composition? If 
yes, how? (2) What training do teachers need, if any, in order to teach this pedagogical 
perspective well? To help meet objectives, the course had several components: course 
readings, in-class discussions, student assignments, and on-line exchanges with classroom 
teachers. As mentioned above, particular attention will be given to the on-line exchanges 
with classroom teachers. 
As previously noted, multicultural pedagogy research and practice in composition studies 
is sparse. As such, the instructor relied on readings firom outside composition studies to 
inform multicultural pedagogy in the composition curriculum. Course readings were a 
compilation of work from composition, multicultural education, cultural studies, educational 
reform, and linguistics scholars. Furthermore, to inform multicultural practices in the 
composition curriculum, the instructor solicited the knowledge of experienced composition 
teachers who were immersed in issues presented in the course readings and relevant to the 
course objectives and framework. 
More sp>ecincally, students enrolled in the course were asked to participate in electronic 
exchanges via CMC with experienced teachers whose classes enrolled a substantial number 
of students from underrepresented groups. The electronic exchanges were purposed to 
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provide connections to teachers who could, through their classroom experiences and 
practices, speak to questions raised in the class. Also, the electronic exchanges were intended 
to allow supplemental dialogue among the students outside of the biweekly class meeting 
time. 
Essentially, CMC was integrated into the course to support an on-going forum on an area 
rarely explored. Corresponding with CMC research, the electronic exchanges were expected 
to aid the goals of the course. It was proposed that through the electronic forum, attention 
would be devoted to the pedagogy of experienced teachers and educational research would 
be linked with reflective practices. Also, students and experienced teachers would 
collaboratively develop materials and activities that promote a critical pedagogy for 
composition classes. 
Students 
Graduate students enrolled in the course shared an interest in teaching writing courses. 
Some were concurrently teaching writing courses while others were anticipating teaching 
them. Some were master's students and others doctoral students. Furthermore, the students 
shared an interest in exploring research and practices in multicultural education and the 
composition curriculum. A course such as this one had not been offered in the university's 
English department. Prior to this course, students had done informal independent inquiry. 
While they had in common the desire to become knowledgeable about multicultural 
education pedagogy, because of their backgrounds and experiences, the students offered a 
variety of perspectives from which to view issues explored through the course. 
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The students' backgrounds were significant to the development of the course and the 
electronic forum. Their {personal experiences in regards to composition studies, educational 
reform, educational standards, access and equity, linguistics, racism, teaching and other 
related subjects shaped the discussions on- and off-line. In contrast to the predominantly 
white male population of the Midwestern university, the course enrollment was exceptionally 
diverse. Enrolled in the course were: (Pseudonyms are being used for the purposes of 
reporting results.) 
• Agatha is a European-American from Iowa. 
• Angela is a European-American from Wisconsin. 
• Gabrielle is Chinese. 
• Iris is a Euroiiean-American from Iowa. 
• Isaac is an Iranian-American, who left Iran as an adult. 
• Lauren is a European-American from Nebraska. 
• Lucinda is an African-American from North Carolina. 
• Mary describes herself as multiracial and is from Iowa. 
• Walter is Chinese. 
The graduate students were enrolled in the Rhetoric and Professional Communication 
program in the English Department, with the exception of Lucinda, who had graduated from 
the program and was now in the College of Education. Having taken classes and taught 
within the same program, most of the graduate students were familiar with one another. 
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Experienced Teachers 
Connecting with experienced teachers who could add their personal reflection on the 
issues explored in the course was the primary purpose for the CMC. Because the reflective 
practices of the experienced teachers were linked with educational research, their teaching 
experiences were significantly important to the development of the electronic discourse and 
course applications. Therefore, criteria were developed for selecting them. 
Experienced teachers were considered as such if (1) they were currently teaching or had 
taught in composition courses that enrolled substantial numbers of students from 
underrepresented groups. To interact with students via CMC, (2) the experienced teachers 
had to have intemet access and (3) be willing to communicate at least once a week with 
students enrolled in the course. 
Locating experienced teachers was mostly dependent upon reputation and personal 
contacts. They were identified by their colleagues, former instructors, and former students. 
Experienced teachers considered in the search were located at historically black institutions, 
community colleges and high schools in inner-city areas, and bilingual settings. For example, 
some teachers contacted included teachers in high schools heavily populated by students of 
color in Kansas City and Des Moines, an instructor at a university in Chicago, an instructor 
in Florida, instructors at a historically black university in South Carolina, community college 
instructors in Dlinois, and instructors involved in educational reform endeavors (e.g. minority 
student programs at predominantly white institutions). 
While several contacted teachers met the first criteria and anticipated being part of 
constructed dialogue on issues relevant to their classroom experiences, some could not 
participate because they did not meet the other two criteria. Actually, many teachers who 
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taught in districts and classrooms mainly populated by students from underrepresented 
groups had no, or limited, access to the internet. Others had no, or limited, time to commit. 
By the end of the course, five experienced teachers had participated. They were; 
(Pseudonyms are being used for the purposes of reporting results.) 
• Daniel is European-American. He is a university professor in the home department 
for the course (U.S. Multiculturalism and the Composition Curriculum). His research 
surrounding the retention of Afncan-American males in English introduced him to 
multicultural education. He also works with an academic minority student program on 
campus. 
• Ethel is African-American. She is a university professor at a historically black 
university in South Carolina. 
• Judy is Greek. She is a university temporary instructor in the home department for the 
course. She teaches 50/50 courses where half the students are American and half are 
international. 
• Patricia is African-American. She is a community college instructor in Dlinois where 
the enrollment is predominantly Hispanic and Afncan-American. 
• Peter is European-American. He is an instructor for a career institute in Kansas City. 
He had taught composition for ESL students. 
Although these experienced teachers had the three criteria in coimnon, they brought diverse 
perspectives and practices to the on-line forum. 
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Web Conferencing System 
The computer-mediated commutiication used to facilitate the exchanges between the 
students and experienced teachers was web conferencing. Conferencing is "a form of group 
discussion that uses text messages stored on a computer as a communication medium" 
(Woolley, 1996). Most of the functionality for web conferencing is provided through web 
browsers and servers (Malikowski, 1997; Woolley, 1996). While conceptually it is similar to 
other forms of computer-mediated communication such as email lists, web conferencing is 
distinguished by a "unique combination of structure, user-control, and interaction style" 
(Malikowski, 1997). 
More specifically, various types of web conferencing systems exist. The type used for the 
course is categorized as a centralized forum. Centralized forums share the following 
characteristics. They 
• are specifically designed for group discussion, 
• treat messages as part of an ongoing conversation with some inherent structure, 
• assign new messages a place in the discussion structure immediately upon being 
posted, 
• store discussions on one central computer, and 
• have sophisticated features for managing and participating in conversation (Woolley, 
1996). 
The web conferencing system most suitable for the electronic exchanges was also one 
that supported the class agenda. Because the written exchanges between students and 
experienced teachers served as an essential source of observation for research, a confidential 
networking environment, through which access was limited to those involved in the 
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exchanges was necessary. Also desired of the networking system was the capacity to create 
a forum where dialogue, mentoring and collaboration between students and experienced 
teachers were facilitated, and announcements, events, and other information relevant to the 
course was posted. 
The Electronic Forum 
Web conferencing supported an electronic forum where the pedagogy of experienced 
teachers was observed; where educational research and reflective practices were equated; and 
where students and experienced teachers collaborated on materials and activities that 
promote a critical pedagogy for composition classes. Significant to the self-sustaining 
electronic forum were several elements: computer and internet access, the inherent structure 
of the web conference, and the super-structure of in-class and on-line discussions. 
Access 
As previously mentioned, one of the requirements of experienced teachers was to have 
access to the internet. Meanwhile, graduate students had access to computer labs and the 
internet. The course met bi-weekly. On the first meeting day of the week, class was held in a 
"den-like" room (complete with couch, loveseat, chairs and end-tables) to foster a 
comfortable atmosphere for in-class discussions. On the second meeting day of the week, 
class was held in a computer lab to encourage intricate on-line discussions. 
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Inherent structure of the web conference 
Contributing to the self-sustained forum was the inherent structure of the web conference. 
Once students and teachers logged on, they were greeted with an interface that displayed the 
course information and a list of conferences. The list consisted of informative topic headings, 
and the number of responses. Within the conferences were threaded discussions in the form 
of a tree structure which is essential for static information (Woolley, 1996) and asynchronous 
communication. Each topic was the starting point for a branching tree of responses. Readers 
were able to follow the development of a dialogue starting with the initial post and following 
through to the most recent response. 
Superstructure 
A superstructure of in-class and on-line dialoguing was predetermined to contribute to the 
format and cohesiveness of a self-sustaining electronic forum. In general, in-class discussions 
on course readings and personal experiences influenced on-line postings. More specifically, 
the instructor prompted in-class discussions with questions related to the readings. For 
example, the following questions were issued after readings on racism and education: 
• Some black legal theorists do not believe that the concepts of hegemony exist; 
that is, they think that minority groups do not buy into the system as compliantly 
as Gramsci describes. What about college subordinated groups? Do they 
demonstrate resistance? 
• Do we want to change our composition program? In what ways? 
After student discussions — in-class and on-line interactions among one another ~ students 
formed a consensus on questions that were posted to experienced teachers. For example. 
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during readings and in-class discussions on educational reform, students agreed to post the 
following questions: 
• How do the underlying goals of your educational environment (university, comm. 
coll., high school) influence your instructional choices in teaching composition? 
Does conflict of personal ideology and educational goals exist? 
Doing so potentially kept experienced teachers firom initially being overwhelmed with 
numerous questions. Also, limiting questions to experienced teachers also increased the 
chance that they would respond to the few questions posted as opposed to having to address 
numerous individual questions or choosing between them. 
After class questions were posted on the current topic, experienced teachers responded 
and interactions were initiated and persisted. Each topic was the start of a threaded 
discussion. Some threads were linear with one-on-one piosts and resp>onses while other 
threads were branching with numerous responses to one post. 
What goes on? Interactions and Exchanges 
Useful in meeting the goals and objectives of the course were the on-line interactions. 
Because of the unique coalition between CMC and multicultural education the types of 
interactions which occurred were significant. Some interactions corresponded with strategies 
necessary and specific to a democratic-oriented environment whose purpose was to permit 
the pedagogy of experienced teachers to be exhibited, educational research and reflective 
practices to be linked, and students and experienced teachers to collaborate. Other 
interactions subsequently emerged. 
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For the sake of reporting the dynamics of the on-line forum, interactions and exchanges 
were observed. To observe patterns of interactivity and interactions, qualitative methods 
were used. Currendy, in the study of CMC, the use of qualitative approaches based on 
observation and interviewing is uncommon. More common are quantitative approaches 
which involve survey research and are anecdotal in nature (Romoszowski & Mason, 1996). 
However, a qualitative approach, as suggested by research (Romoszowski & Mason, 1996), 
was more appropriate for unveiling patterns of interactivity and interactions relevant to 
multicultural education practices in this CMC-facilitated environment. 
For distinguishing the types of interactions that occurred, the transcripts from the written 
exchanges between the participants was an excellent source. Because CMC is essentially a 
medium of written discourse, the participants' on-line conferences were archived in electronic 
text format. As such, I was able to distinguish patterns of interactions and exchanges by 
examining the participants' contributions in relation to the goals of the course and 
multicultural education, the participants' roles, and the inherent and superstructure of the 
electronic forum. 
First, all of the conference transcripts were read as one complete narrative. During this 
initial reading, significant influences were considered, such as course assignments, readings, 
and classroom dialogue. From the initial reading, patterns of interactivity were evident. I 
expected that certain exchanges would be present, particularly those that directly 
corresponded to the purpose for constructing the electronic forum. For example, I expected to 
read text in which experienced teachers responded to the questions of graduate students 
because facilitating such exchanges was one of the main purposes for establishing the forum. 
I also exp>ected to read conferences in which graduate students and teachers collaborated 
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because allowing participants to collaborate was also a reason for establishing the forum. 
Such exchanges were present along with other exchanges that for the same reason were 
anticipated. These interactions were labeled "Designed Interactions and Exchanges' and were 
then subcategorized into three groups. These interactions are discussed in more detail in the 
next section. 
However, other types of exchanges were apparent in the initial reading. They took up just 
as much space in the forum as the designed interactions and exchanges but were not 
requested or required of the participants. These Unplanned Interactions and Exchanges,' as I 
labeled them, were self-contrived by the participants as opposed to being motivated by the 
instructor and/or course requirements. For example, some graduate students chose to use the 
forum to respond to course readings. Doing so was not requested by the instructor nor was 
expected. I believed that it was important to give further consideration to these unanticipated 
interactions because they were prevalent throughout the transcripts and seem to speak to the 
self-sustaining, democratic comjjonent of the forum. Therefore, to better determine these 
types of interactions and exchanges, the threads within the conferences were more closely 
examined. These unanticipated interactions and exchanges were categorized into three major 
groups as well. They are discussed in detail later in the paper. 
Overall, what emerged through the written exchanges were patterns of interactions and 
exchanges relevant to the philosophy, purpose and objectives of the course and the unique 
ways in which they were fostered within a constructed electronic forum facilitated by CMC. 
Although overlapping, the patterns were categorized into the types of interactivity and 
interactions significant to this particular application of a multicultural education-CMC 
integration. The interactions and exchanges have been classified into two major categories: 
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designed and unplanned. Exceqjts from some of the conferences are presented to clarify 
concepts, to give an idea of how the forum was shaped by the communication of the 
participants and to demonstrate the interrelationships between the course curriculum, 
objectives, multicultural education, the participants and CMC. Pseudonyms are being used 
for the purposes of reporting results. 
Designed Interactions and Exchanges 
Designed interactions were those that corresponded with the objectives of the course and 
electronic forum. Such exchanges were requested of the students and experienced teachers 
and were mediated, usually prompted by a general question to everyone. For example, given 
the objectives of the course (see 'Purpose and Objectives'), to prompt discourse among the 
participants concerning linguistics issues, the instructor posted the following questions: " 
Should students have the rights to their own languages? And what are the implications?" 
Such was done to stimulate dialogue, critical thinking, and reflection on p>edagogical 
practices concerning issues of linguistics. 
Designed interactions were categorized into the following: establishing presence, linking 
educational research and reflective practices, and collaborating and sharing. 
Establishing Presence 
Unlike electronic forums in which anonymity of participants is embraced (Appelbaum 
and Enomoto, 1995), the true idendty of the students and experienced teachers was essential 
to meeting goals of the course. Knowing the backgrounds, experiences and perspectives of 
each participant was essenual in constructing a discourse informed by multiple perspectives. 
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The students and experienced teachers were asked to introduce themselves to the forum so 
that they could establish their presence in the electronic environment as well as potentially 
know their audience. 
The following statement was posted to the participants: 
Please introduce yourself to the rest of the participants. Tell some things about yourself that 
might help a reader better understand your perspective(s). 
Responses to the post allowed the participants to see with whom they would be collaborating, 
distant and locally, on constructing discourse, and even more so, know their motivations, 
biases, expectations and other baggage often brought to discussions but rarely revealed — all 
of which served to enrich the forum. The information presented in the responses was also 
relevant to how participants' situated themselves in their pursuit of a knowledge of 
multicultural education pedagogy. The following responses provide samples of how they 
chose to respond to the request to introduce themselves. 
Agatha: 
Hello. My name is Agatha, I'm from Iowa, and I have taught... and business communication 
... since Fall 1994 at [the university]. This is my first semester in the [doctoral] program. 
Right now in my comp classroom, I'm trying to introduce issues of cultural and discourse 
difference to my students and encourage them to first recognize and eventually critique their 
discourses (easier said than done). This effort is part of a pilot study of my composition 
pedagogy. I'm hoping that my students will come to understand "diversity" as more than overt 
differences in ethnicity, race, religion, etc. 
Agatha chose to reveal pedagogical challenges. 
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Caria: 
I am Carla, the instructor for the class. I have taught in the English Department for 40 years 
and for 15 years coordinated the summer recruitment program the University offers to 
incoming minority students.... In this program I became acquainted with minority students 
from other states and made some close friendships, some that continue long after the students 
have received post-graduate degrees. During the last five years I became interested in a 
pedagogy that would address the interests and needs of this population. Before then I had 
basically taught the same first-year composition course that was taught during the year. In the 
last few years I have done a good deal of reading on the topic of multiculturalism, but I have 
not yet decided on just what and how to place this information in [response cut off] 
Carla. the instructor of the course presented personal and pedagogical motivations. 
Grabrielle: 
Hi, I'm Gabrielle from China. I'm now the first year PH.D student in RPC. Coming here two 
months ago, I find it is hard for me to understand American politics and cultures. I like this 
class, from which I could be able to benefit a lot. 
Gabrielle revealed her unfamiliarity with American culture and politics. 
Lauren: 
My name is Lauren and I'm a 2nd-year PhD student in Rhetoric and Professional 
Communication at [the university]. I was bom and raised in Nebraska, moved to Missouri 
when I was 12 and now I go to school in Iowa—so I've got a large portion of the 
Midwest covered. [The univeristy] is a midwestem school of Science and Technology with 
about 26,000 students. It is made up of approximately 90% white students, and only about 
3% African-American, .5% American Indian, 1% Hispanic, and 2% Asian-American. The 
rest of the 10% non-white population is comprised of international students. The state of Iowa 
is about 95% white. Most of the students on [the university's] campus are Iowa natives. 
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Needless to say, this is a very white campus. I'm giving this information only so you might 
have an idea of the demographic environment we teach in. 
Unfortunately, I can be most aptly described as a good, white, bleeding heart liberal. I 
was bom and raised Catholic in middle-class White Bread neighborhoods with well-
manicured lawns and privacy fences all around; the first time I saw a person of color was at a 
gas station in Iowa when I was 7 years old; I didn't like this Afiican-American man because 
he bought the last package of "Chuckles" out of the vending machine and I had to settle for 
M&M's. I thought this was incredibly unfair. 
I teach First Year Composition here at [the university] and I employ what could best be 
described as a Cultural Studies pedagogy. I use a lot of stuff like commercials, songs, etc. to 
talk about the way culture "writes" us, how it constructs our subjectivities. I use this to teach 
students about audience (in terms of race, class and gender) and ethos (in terms of race, class 
and gender) and argument method. I think these are valuable to students' ability to leam to 
read and write better, no matter what field they end up after college, whether it be 
engineering, architecture, veterinary medicine, etc. 
Lauren first gave pertinent information to experienced teachers located at a distance who 
perhaps were not familiar with the university's demographics. She then described herself 
through a personal story and finally presented her current pedagogical beliefs and practices. 
Walter: 
Hello, I'm Walter. Walter is my family name, but in China it doesn't matter whether you're 
called by the given name or family name. 
I've been around here for more than 4 years, doing my Ph.D. study in RPC, a subject I've 
found fascinating but also perplexing. Due to my background, my emphasis is in intercultural 
communication, which in some way has a bearing on multiculturalism. Starting from last 
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year, my interest has been shifted to sociology (especially the theory part). I also studied a 
little bit in the business area. All these help me to form a good 
understanding about culture and society. Frankly, I'm not a big fan of capitalism. 
Walter made his international position evident. 
Angela: 
My name is Angela. ...I'm white and 37 years old. (This is such a hard assignment...!) My 
background is a lower middle class, academic one. I was raised by my mother, an atheist and 
Germanic type; to get even with her for all the cleaning I had to do as an adolescent, I 
majored in comparative religions as an undergraduate. Actually, I have for most of my life— 
ever since indoctrination by the Baptists during elementary school-considered myself 
Christian. The older I get, the more I wonder how fair this label is. Anyway, I still think it 
works. I've been married twice: once to a Mexican and once to an Iranian. My second 
husband and I have been married for about ten years. My nomadic childhood and experiences 
as a wife and a master's student in ESL are probably at the bottom of my interest in cultural 
studies. For this class I've been reading the political and literary ideas of Edward Said, a 
Palestinian who advocates a nonsystematic type of criticism that he describes as "ironic and 
oppositional." His models are Swift and Wilde. He reminds those of us who are entrenched in 
feminist, Marxist, deconstructionist, structuralist ideologies, etc., that criticism should be 
reducible "neither to a doctrine nor to a political position on a particular question. ... In its 
suspicion of totalizing concepts, in its discontent with reified objects, in its impatience with 
guilds, special interests, imperialized fiefdoms, and orthodox habits of mind, criticism is most 
. . . unlike itself at the moment it starts turning into organized dogma." Since I've always 
found it difficult to fit into the mainstream, mainly as a child of divorced parents back in the 
60s and 70s, and later as the wife of foreigners, I find real comfort in the idea that this 
position may not be such an untenable one, that in a way it gives me some advantages. 
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Angela presented a chronology of life experiences which led her to her current belief and 
practices. 
Iris: 
Hello. My name is Iris. ... This semester I am teaching two sections of English 105 - the 
second part of our Rrst Year Composition program. English 105 concentrates on the 
elements of argumentative writing to prepare students for academic writing in their future 
college careers. 
I received my undergraduate degree (English) in 1991 and was certified to teach high 
school English. I was a substitute teacher for 3 1/2 years here in Iowa and in Maryland, and 
spent some time in Poland with the Peace Corps, teaching English as a Foreign Language. 
Besides teaching English 105 here at [the university], I teach Taekwondo to adults and 
children in [the city] and surrounding communities. 
In all of these things, I take teaching very seriously and feel that I leam something from 
every teaching situation. Although I consider myself as European American as they come 
(our family can trace its roots back to the first settlers in Virginia), I have been exposed to 
other cultures throughout my life. When I was bom, I was the only white baby at the Santiago 
(Chile) hospital and I was raised for the first four years in Chile. My family was very non-
traditional and I spent my childhood living communally with other 
(multicultural) families and in various geographic regions (West Virginia, Thunder Bay, 
Ontario, Maryland, Virginia). Learning about other cultures was always a major aspect of my 
childhood. With this background, I am acutely aware of multicultural differences and try to 
make sure that these issues do not hinder any student's learning process. I am still learning. 
Along with disclosing teaching experiences. Iris granted considerable space to her 
intercultural and multicultural background and experiences. 
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Mary: 
Hi—My name is Mary. I have been a Ph.D. student for three-and-a-half years in Rhetoric and 
Professional Communication at [the university]. In my teaching career, which spans a short 
five years, I have taught first-year composition, business communication, 
and technical communication. Just this semester. I have been co-teaching a course in 
intercultural communication with a professor in the Communication Studies department. 
Classroom diversity is not a new issue for me and my perspective is based on my own 
personal and professional experiences. Those professional experiences include teaching at the 
University of Memphis (Memphis, TN) where most of the classes I taught were attended by 
students of various racial, ethnic, and linguistic backgrounds. 
Even though I now teach in Iowa, where the student population leans more toward being 
racially homogenous, I am not certain that my attitude towards students has been greatly 
altered. 
Rather than viewing the many students (and people in general) that I meet as 
representatives of one rigidly defined group or another, I have more of an intercultural 
perspective, where ideas, experiences, etc., are placed along a continuum. All experiences 
all valid. No experience is greater or lesser than another. In my teaching, I strive to allow 
students to mark the boundaries where their learning (about "multicultural" or other issues) 
begins. 
Mary's response focused on her ideas about students. 
Judy: 
Greetings to all participants of the US Multiculturalism discussion: 
My name is Judy. Originally from Athens, Greece, where I was bom, raised, and educated in 
law, I moved to ... Iowa, in 1985, became a US citizen, and went back to school—[the 
University]—as an adult student. I got my BA in French and Classical Studies and my MA in 
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English in contemporary American and Francophone Caribbean Literatures. I did my PhD 
studies at The University of Iowa with specialization in Anglophone Caribbean literature and 
a minor in African literatures. Since '96, as an ABD, I've been teaching... courses in First-
year Composition (especially the 50/50 courses, i.e., half American, half International 
students). Multicultural and Women's literature, and Creative Writing—Non-fiction. I do 
believe that no maner which course we teach, our class persjiectives c/should be 
predominantly multicultural. In my opinion, multiculturalism makes course objectives quite 
promising; the course material is much more challenging; class environment becomes safe 
and encouraging; and as for instruction, it puts emphasis on quality and learning. 
Judy disclosed her international background, teaching experiences, and her current dedication 
to multicultural education. 
Establishing presence through the online forum, tnade apparent from the forum's 
beginnings, the multiple perspectives that would be contributing to the discourse throughout 
the semester. These responses fi-om the participants revealed the level of diversity in the 
forum. Among those in attendance were Chinese students offering international perspectives 
on U.S. multiculturalism, white students from homogeneous backgrounds committed to 
diversity initiatives and social agency, white students with intercultural backgrounds whose 
interests in multicultural education pedagogy were spurred by their experiences, an 
interracial student offering intercultural perspectives, and experienced teachers dedicated to 
pedagogy that addresses the needs of underrepresented learners. 
Unking Educational Research and Reflective Practices 
One of the primary goals of establishing the electronic forum was to link students in the 
course with experienced teachers who were immersed in the issues targeted in the course 
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curriculum. These exchanges allowed participants to equate educational research with 
reflective practices. For example, after course readings and complex in-class discussions on 
the legitimacy of dialects in the composition classroom, the graduate students wanted to hear 
from the experienced teachers about how they are addressing such issues with their students. 
So. they posted the following questions: 
"How do you, as an instructor, address issues of dialect in the classroom and in grading 
written assignments?" 
The following excerpt from the conference entitled 'dialect' is an example of how these 
interactions took place. 
Peter (experienced teacher): 
I'm currently teaching/working at an allied health technical school. On the one hand, we want 
to encourage students to maintain their dialect yet, on the other hand, students need to be 
aware of the largely homogenous medical field, especially when communicating with people 
in hiring situations. 
Personally, I think the issue of dialect should be approached from a situated position. 
Each interpersonal communicative interaction should be approached as unique because, well, 
it is unique. We incorporate whatever dialect we need for each situation. Some of us are more 
successful than others, largely due to some of us having the dominant dialect as our first 
dialect. 
Mostly I tell my students that while their dialect is fine for some circumstances, it might 
not be for others. The trick is to learn what is appropriate for the moment and to master that 
dialect as well. 
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Patricia (experienced teacher): 
If I find that students are having trouble with using Standard American English [SAE], I, 
during conferencing or after class, talk to them, acknowledging the legitimacy of their 
dialects, but emphasizing the importance of knowing and using standard English in academic, 
professional, and other settings. Often students aren't aware of the proper use of SAE or 
simply haven't placed a value on it; therefore, I share with them how the knowledge of SAE 
will benefit them and enhance their chances for success in the majority/mainstream culture. I 
also write down the dialect in question, then the SAE equivalent, so that they can see the 
difference. Also, continued practice with using SAE usually results in improvement. 
However, I believe that these students don't have enough opportunities to practice (orally or 
written) SAE in a "safe" place, free of ridicule or judgment. 
These two experienced teachers exposed their real life practices and in doing so permitted 
their practices to inform the discourse being constructed, serve as models, and be subject to 
critique and evaluation. Specifically, here, the response of Patricia, an Afiican-American 
instructor at an urban community college weighed heavily among graduate students. Angela, 
a graduate student, was able to make connections between her previous experience with ESL 
students and Patricia's experience with American minorities. Angela responded directly to 
Patricia's post. 
Angela (student): 
Dear [Patricia]: 
What you write reminds me so much of certain concerns that teachers of English as a Second 
Language [ESL] have! Obviously the first language, or dialect in this case, is a very valid and 
important one. Maybe the most so of any language the student will ever use. It would be 
ludicrous to devalue that first language or to suggest that the ESL student is foolish for not 
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being able to speak a second language perfectly. The issue for ESL teachers is simply to 
focus on the second language—nowadays we spend a lot of time taliung about ESP, or 
English for special purposes; that is, we try to contextualize the work we have students do— 
filling out forms, job applications, writing resumes, writing research articles, etc. The more 
we discuss genre with the student, the clearer it becomes that the "jobs" the second language 
learner is being asked to do are both critical to his or her success as a professional and also 
social constructions. A group of people have created a form; if one doesn't know how to "do" 
it intuitively, or "naturally," there's hardly any shame in that! 
Sadly, the main difference between ESL learners and many American "minority" students 
is that the ESL learners may have come here from abroad, on purpose to leam a skill that will 
almost certainly serve them well in the future. Whether or not SAE will serve the American 
citizens who leam it in school is another matter. 
Here, Angela indicated that she related to the concerns expressed by Patricia, the experienced 
teacher. In doing so, Angela reflected upon her own practices and in turn enriched the 
discourse with the telling of her exp>eriences with ESL students. 
Serving as a significant incentive for establishing the electronic forum, these types of 
interactions contributed to realizing the objectives of the course. In promoting critical 
pedagogy in composition, linking educational research and reflective practices allowed 
students to put into context the issues emphasized in the course. 
Collaborating and Sharing 
Another important goal for establishing the electronic forum was to allow a space in 
which students and experienced teachers would collaboratively develop materials and 
activities that promote critical pedagogy for composition classes. In these types of exchanges. 
68 
graduate students and experienced teachers asked questions, raised issues, and shared ideas 
about resources, materials and activities. The following excerpt is an example of how 
participants collaborated and shared on-line. It is taken from the conference entitled 
'International thought.' Questions were posted to prompt the discussion. 
How can we import non-western thought into the multicultural classroom? [Walter] 
suggested a film like "The Joy Luck Club." What do you think? 
Agatha (student): 
I have a question about the practice of using media artifacts to bring non-Westem thought 
into the classroom: How do you anticipate and handle student resistance? Here I'm thinking 
of hooks' comment that "Spike Lee's courageous attempt to mix politics and art, to use film as 
a vehicle for exploring racism, and a popular film genre at that, the movie (Do the Right 
Thing) graphically portrays the racism we know without suggesting what can be done to 
bring about change." 
So...if a media artifact is going to be used pedagogically not only to introduce/critique a 
certain ideology but to promote a particular agenda (such as "bringing about change"), what 
have you found to be the most helpful method for doing so in the [first-year composition] 
classroom? By tying the act of critique to the issue of audience, for instance? 
Agatha addressed the prompt with her own questions and advice-seeking, and in doing so 
incited more intricate dialogue. 
Peter (experienced teacher): 
In a word - advertising. Though advertisements from other cultures may not be the easiest 
things to come by, because of the very persuasive nature of advertising, you can really get a 
handle on the assumptions, the enthymemes, a culture buys into. 
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I have a friend who is a master controller- supervisor at one of the local stations. After I 
asked him what his favorite shows are he paused for a moment, then with certainty said 
"ads." He went on to say that not only do ads normally contain the cutting edge of 
technology, but the concepts and ideas often push the envelope. Of course, there are ads that 
clearly do not push any envelope. For example, local car ads often depict a "pitch-person" as 
an idiot. The reason behind this is to lower our intimidation of car salespeople. 
Gender clearly becomes an issue in commercials. I have asked students to imagine they 
are ad execs who are given the task of creating an ad for a kitchen product. What gender do 
you suppose they chose for the actor? 
Finally, students I have used commercials/ads with really, really enjoy it. You can video­
tape commercials, use magazines, have students gather ads. There are publications of other 
countries at the library, and with people like Roberta Golliher overseas, it's possible you 
could get a few videotaped commercials as well. 
Peter responded directly to Agatha addressing her questions and once again presenting 
reflective practices. 
Angela (student): 
Dear Peter, 
I like your idea of using advertisements to start up discussions of issues related to 
multiculturalism. Have you thought of using satellite television in assignments? For instance, 
you could have students, assuming they had access to that technology and to a group of 
ethnically diverse individuals, videotape a commercial from another country and then work 
with someone from that country in transcribing and "explaining" it. 
Angela, in her response, ascribed legitimacy to Peter's practices and attempted to provoke 
further exploration. 
Walter (student)'. 
Peter, 
It's interesting to read your comments on ads. Certainly, they're enlightening. As an 
international student myself, I often feel amazed at the cleverness demonstrated through those 
TV commercials (though I never bought anything for that reason). But what particularly 
interests me is rhetoric: It seems American commercials work real hard trying to persuade 
customers while ads in my own country appear quite plain—merely giving information. Does 
this mean that different cultures have different rhetorical strategies? or that Chinese rhetoric 
simply doesn't care much about persuasion? 
Even though it was contributions from Walter, a Chinese student, that initially triggered 
dialogue on international thought, his response seemed to incite further inquiry. 
Isaac (student): 
Since students have access to the Internet, a good idea would be to ask them to compare 
News stories on a particular subject from both American newspapers and newspapers in 
English that do NOT use Associated Press, Reuters, or any other American or European 
newswire services. 
Students will have to look around to find the alternative news sources. For example, on 
Arab-Israeli issues, they will have to check Libyan, Iranian, and, say, Chinese papers. 
Another idea is to ask them to compare (the values of) an American pop movie with a, say, 
Indian pop movie. A better idea would be to ask them to compare an American movie that 
takes itself seriously on a particular topic with a serious, say, Iranian movie dealing with the 
same topic. And the best idea would be to ask the students to do the same things with books 
instead of movies. 
Isaac's response offered insight in incorporating Middle-eastern media artifacts. 
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Iris (student)'. 
"Joy Luck Club" would be a good movie. It is non-westem yet much of it takes place in the 
US. There may be other movies and books/stories that deal with ways that non-westemers (or 
even non-American's) deal with life in the United States. What about movies or books/stories 
that deal with life IN a non-westem setting (or even just a non-American setting). I've never 
seen Welcome to Sarejevo or any of the recent movies that deal with current struggles in 
Eastern Europe. I also think (after our discussion today) that some films dealing with the 
position and portrayal of minorities in the US (like "Do the Right Thing" or "Grand Canyon") 
might be useful too. The most important thing we need to do is ask ourselves how we would 
prepare students for and introduce these films/books/stories and, more importantly, what 
would we hope for them to "get" out of them? Is the goal merely an awareness of and an 
understanding of the complexities of other cultures (and an implied suggestion that 
stereotypes are dangerous)? And, as the Chronicle of Higher Education article (January 23. 
1991) notes, are we then just trying to "impose a 'politically correct' orthodoxy on" our 
students? 
Iris responded to the original prompt by contributing specific book and movie titles. She 
attempted to incite further consideration by introducing other concerns. 
Waiter (student): 
Thought underlies discourse patterns (it's also true the other way around, I believe). What we 
can do is to analyze some non-westem thought and to see how it affects the way non-
westemers talk and write. For example, in the east, the thinking pattern is generally holistic, 
as opposed to analytical—the westem thinking. In discourse practice then eastern people tend 
to be inductive (letting audience see the whole picture before making a conclusion) while 
westem people tend to be deductive (making a thesis first, then talking about reasons or 
context, which can also be summed as "top-down"). Because of the holistic pattern of 
thinking, it's important in the east to strike a balance instead of presenting a one-sided view. 
In a composition classroom it thus becomes important not to ask students to write a position 
paper, to prove "I'm correct." Instead, we may need to stress the importance of presenting a 
balanced point of view, which I think certainly requires more energy exploring issues. 
In this response, Walter moved the dialogue away from media specifics and dedicated more 
space to concepts -- 'western thinking.' 
Agatha (student)i 
I think that's a good idea, Walter. I wonder, too, if it might not work to be even bolder and to 
show movies with subtitles. When I go to a video store, the movies that always interest and 
repel me most are the ones in the "foreign" section. If I have time, I sometimes go there and 
stare at the well-known covers of movies I've never watched and probably never will. It's a 
little like looking at my bookshelves: there's comfort in knowing OF things that one probably 
won't ever take the time to REALLY know. 
Many of those movies have been made for an audience of non-(northern) Americans and 
Europeans, by someone who probably isn't deeply invested or possibly even interested much 
in this culture. Some Americans may not quite realize such films exist! 
By responding directly to Walter's post, Agatha affords more space to be given, and thus 
thought to the concepts he introduced. 
Judy (experienced teacher)i 
I would welcome any film material, such as "The Joy Luck Club," that deals with the topics 
of multiculturalism, acculturation, diversity of opinion, lifestyle, and ideology, as well as 
assimilation and cultural conflict, because I think that we can all learn from 
both the positive and negative effects of living in a diverse society such as ours in America. 
Next semester. Til be teaching a 50/50-105 English Composition class, 202X: US 
Multiculturalism and "minority" literatures, and 340: Women's literature from the Middle-
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Ages to modem times. For all three courses I'll use several films and give students the 
option to write their term pap>er and/or do group projects based on these films or on a 
comparison between films and literary texts. Specifically for 105 and 202X, and in addition 
to the texts, I will be using several multicultural films. "The Joy Luck Club" is indeed an 
excellent tool to show students about the conflicts between people of different generations, 
between mothers and daughters, as well as between the mores and traditions of the old and 
the new country. I also suggest the following films, and of course it depends on the exact 
issues we are discussing each time:"Mississippi Masala" (Indian immigrants in the US), "The 
Milagro Beanfield Wars," "My Family," "My Crazy Life," and "A Walk in the Clouds" 
(about Chicano/Latino culture and family life); "Eve's Bayou" and "Miss Jane Pittman" 
(African-American); "Double Happiness," and "Come See the Paradise" (Chinese- and 
Japanese- American conflicts); "The Wedding Banquet" (Taiwanese-American issues and 
gay lifestyle); and "Eleni" and "America, America" (Greek-American/Greek immigrants). I 
would like to hear what the other participants think about these films and what type of 
assignments—other than discussion—they might suggest based on the films as a pedagogical 
tool. 
Judy's response offered approval to the idea suggested in the prompt questions. She also 
generously gave many resources and in doing so allowed her reflective practices to be 
exhibited. 
The above interactivity show students and experienced teachers sharing ideas, inciting 
critical consideration, offering new insight, gaining insight, asking questions, and making 
suggestions concerning tools for implementation. In doing so, they provided the forum not 
only with resources that promote critical pedagogy for the composition classroom, but more 
specifically with critical reviews and practical implementation of the resources and practices. 
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Also, serving as a significant incentive for establishing the electronic forum, like 
interactions in which reflective practices were linked with educational research, these types 
of interactions contributed to realizing the objectives of the course. And because the CMC is 
essentially a medium of written discourse, these resource titles and activity descriptions are 
archived in electronic text form, to be printed to hard copy and/or referred back to at any 
participants' discretion. 
Unplanned Interactions and Exchanges 
Unplanned interactions and exchanges were those that emerged subsequent to on going 
discussions on-line as well as in-class. They were not mediated, prompted, nor necessarily 
anticipated as the designed interactions were. However, when the transcripts were analyzed, 
such unplanned interactions appeared to be just as significant to the relevance and application 
of the forum as the designed interactions. 
While some were stand alone conferences, and others stemmed from designed 
conferences, all unplanned interactions were initiated by students. Therefore, these seemed 
more democratic because they were initiated by the students as opposed to being prompted 
by an authority figure such as the instructor or an experienced teacher 
Three categories of unplanned interactions and exchanges emerged from the conferences. 
They were responding to course readings, supplementing in-class discussions, and lending 
personal testimonies. Evident in such interactions and exchanges is the participants' interest 
in and invested ownership of the forum. 
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Responding to Course Readings 
Such interactions and exchanges were not planned because unless the course readings 
were explained in detail, experienced teachers were not particularly familiar with the 
explored reading and therefore excluded from the exchange. However, in these posts, 
students used the forum to introduce, comment on, and ask questions about specific topics 
and issues from the course readings that were of specific interest to them. At times, doing so 
also initiated new conferences. The following excerpt is an example of how students' used 
the forum to respond to course readings. 
Agatha: 
Bizzell mentions Giroux's "discussion of how the teacher must establish his or her claim to 
authority in a highly contextualized way, with reference to historical interests teacher and 
students share." The result seems to be a shared understanding similar to "We're all in this 
fight together." 
That's an appealing idea, but I'm struggling to determine how 1 can encourage my 105 
students to dissent and resist when the resisted structures actually privilege most of them (i.e. 
Euro-American, middle class, mostly Midwestem, etc.) 
This seems to be the place where trust (which we've been discussing all semester) most 
strongly comes into play. Bizzell says that persuading students to not only accept but 
empower the teacher's authority is contingent on trust: "The student agrees to attempt [certain 
assignments] while they still seem quite uncongenial, because the student has decided to trust 
[the teacher's] assurance that some good for the student ultimately will come out of it." 
I'm toying with the idea of personal narrative as one method to validate dissent and 
resistance. Comparing a student's personal narrative against dotninant academic discourses 
might be a helpful example to show students how particular discourses privilege and reify 
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dominant culture, perhaps at the expense of their own. We all then could understand our 105 
class as a venue for exploring implicit power structures. 
Has anyone incorporated discourse analysis/cultural critique into their comp pedagogy? 
How did it work? 
Evident is how the course reading inspired Agatha, who used the on-line forum as a means 
for soliciting advice from the other participants. Her post initiated a conference. One of the 
participants who resjxjnded to her p)ost was an experienced teacher. 
Peter (experienced teacher): 
One obvious way in which "we're all in this together" is as graduate students (a student is a 
student is a student...). Or that we've all been students. Surely there are structures we can 
resist other than the obvious ones (Euro-centric, middle class, etc.). 
I remember telling [first-year composition] students that I was not supposed to give out 
too many high grades. It gave "us" a system against which to struggle. When asked if they 
preferred a program with a tough reputation or easier grading, the vote came out to about half 
and half. The struggle then moved from "us against them" to an examination of their own 
values, wants, and so on regarding their own education. 
I wonder, though, about the whole idea of teachers getting authority. Shouldn't we be 
concentrating on moving authority to the student? 
Peter, although having not read the course readings, responded to Agatha's post. In doing so, 
he made a connection with her experiences and contributed more reflective practices to be 
observed. 
Interactions that involved students responding to course readings provided another 
avenue for discussion. They also afforded the experienced teachers, in such cases that they 
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were not abreast of current developments in multicultural education, exposure to the 
literature and the ways in which students were identifying with the literature. 
Supplementing In-Class Discussions 
Interactions and exchanges which were supplemental to in-class discussions were not 
planned. Similar to those in which students resfjonded to course readings, unless the in-class 
discussions were explained in detail, experienced teachers were not familiar with the 
discussions and therefore potentially excluded from the exchange. However, in these posts, 
students used the forum to revisit and elaborate on in-class discussions. Doing so also 
publicized, through the potential of the on-line forum, the part of the in-class dialogue that 
was referenced. To follow are two examples of posts in which students revisit and elaborate 
on in-class discussions. 
Isaac: 
We were talking in class about goals of education in a composition classroom: train students 
for their jobs or teach them literature? Studying literary texts involves critical thinking, 
whereas preparing students for jobs in, say, technical communication will reduce education at 
a university to vocational training. Technical training, however, is receiving a lot more public 
and administrative support in schools like ISU than literature. I mentioned the possibility of 
focusing on the jobs as areas of critical examination. Let's ask students what it is exactly they 
are preparing for. That could potentially lead to a discussion of the goals of education. That in 
turn may lead into a discussion of the 
need for studying literature. Right now entering frcshmcn wonder about the usefiilness of 
literature. E>oes anyone think critical examination of the jobs students are preparing for would 
be a useful line of study to follow in class? 
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In this post, the student revisited an in-class discussion. He restated his position and 
expanded on his original thoughts (stated in class) by adding new ideas for practice. 
Angela: 
We were talking about what the goals of freshman composiuon should be. I agree with 
Cummins and Sayers' position on the importance of critical literacy. After our discussion, in 
which I framed my thoughts so that they sounded like some sort of Republican canon-
hugging mishmash, I hope I'm bener prepared to explain myself. 
When it comes to questions of social justice, I always think it's helpful to look at what 
those in power are doing. Are they doing to their children, expecting of their children, what 
they are to and of ours? Do they expect us to have different standards and expectations of our 
children than they have of theirs? 
In the case of ftinctional literacy, which I believe the ISU composition curriculum tends 
to privilege, the answer to these questions are no and then yes. The elite, the powerful of this 
country, are probably not sending their children to the Iowa State University of Science and 
Technology. They're sending their kids to Harvard, Stanford, Yale, MIT, etc., if they can. 
That's the goal. And if there's enough money and power behind it, it's probably going to be 
realized. 
On the other hand, most of us are supposed to be content sending our children to mainly 
vocational/technical institutions—institutions which, as [Isaac] points out, are focused, from 
the first day of class, not on theory, critical thinking, and transforming society to one's liking, 
but on getting a student off into his or her job—in industry, mainly. 
So why do we ask ourselves what our curriculum should focus on? (Do we really buy the 
idea that our students don't NEED these same skills, don't WANT them?) Just observe what 
students are being taught who have the means to receive the best education on the planet. 
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Also, in this post, the student revisited an in-class discussion. She elaborated on her original 
comment made in class in hopes of bringing clarity to it. The on-line forum afforded her the 
space to give the response she was not able to in class. 
These types of interactions in which students used the forum as a means for 
supplementing comments they made in class opened up more channels for discussion and 
reflection. It was also an avenue for further exploration of in-class discussions for students 
who perhaps were not able to contribute in class. Furthermore, these types of exchanges 
allowed experienced teachers to observe some of what was taking place in class. 
Lending Personal Testimonies 
Like responses to course readings and in-class discussions, personal testimonies were 
also unplanned but essential to the relevance and appropriateness of the self-sustaining 
forum. Personal testimonies are described as those exchanges that go beyond disclosing 
professional practice and academic thought. They were an essential part of the forum because 
they served as mini-ethnographies which made potentially abstract participants become more 
personable and human. In the following excerpt, an experienced teacher lends personal 
testimony in response to a student's post. 
Daniel (experienced teacher)'. 
[Agatha's] link of genre to dominant cuiturc is an interesting one. I just read Peggy 
Mcintosh's piece about white privilege that argues "whites are carefully taught not to 
recognize white privilege, as males are taught not to recognize male privilege" and "I was 
taught to recognize racism only in individual acts of meanness by members of my group, 
never in invisible systems conferring unsought racial dominance on my group from birth." It 
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has taken me so many years just to begin to understand my own dual privileges as a white 
male that I wonder how I can expect the journey to happen for my students in a single 
semester. I think [Agatha] is right that personal narratives are a way of starting this process, 
particularly if they are situated with and against the narratives of others. So I engage in that 
effort, but in a sense, I expect failure or perhaps only what seems to me to be small 
movements (despite the snail-like pace of my own journey to understand my privilege). 
The other question that I continue to ask myself (and for which I have no satisfactory 
answer) is am I doing my white and/or male students a service by trying to take them on this 
journey? Of course, from my ideological perspective, I have to say yes. I'm glad that I'm 
beginning to understand my privilege and trying to find appropriate action in response to that 
privilege. But I guess I have to expect (even if I don't welcome) resistance to my anempts on 
the part of my students. Facing privilege is difficult work (although certainly not as difficult 
as facing discrimination and racism). 
In this response, the experienced teacher revealed personal experience and in doing so sheds 
light on the complexities of multicultural education pedagogy. In doing so he provided a 
model for social agency and critical literacy. 
Like the other unplanned exchanges—responding to course readings and supplementing 
in-class discussions—those in which participants contributed personal testimonies enriched 
the forum. They provided in-depth insight into the call, motivation, and responsibilities of an 
educator committed to multicultural education pedagogy. 
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What might be expected? Discussion 
This application of multicultural education and CMC was framed within the context of 
the course (U.S. Multiculturalism and the Composition Curriculum). An electronic forum 
was constructed to provide a space for the construction of discourse on critical pedagogy in 
composition. Similar to other multicultural education-CMC integration applications 
(Appelbaum and Enomot, 1995; Cummins and Sayers, 1996; McCormick, 1995; Riel, 1992, 
Wizer and Beck, 1997), the emanicipatory pedagogy of multicultural education provided a 
concrete foundation for determining the purposes, structure, and activities of the forum and 
the capabilities of CMC provided a unique enviroimient for supporting them. 
Given the philosophy, purpose and objectives of the course, this application required 
strategies for incurring on-line communication that led to motivating and fostering, among 
other things, collaborative critical inquiry, reflective decision-making, democratic 
participation, multiple perspectives and social agency—all identified as essential to 
multicultural education practices (Banks, 1997; Nieto, 1996). As such, designed interactions 
prompted participants to 
• establish presence in the on-line forum which intrinsically contributed to disclosing 
the multiple perspectives informing the discourse, 
• link educational research presented in course readings with reflective practices of 
experienced teachers immersed in issues identifled in the course, and 
• collaborate and share in developing resources that promote critical pedagogy. 
In conjunction with the goals of multicultural education, such strategies serve in assisting the 
preparation of future teachers for democratic participation in our heterogeneous world 
(Banks, 1997; Cummins and Sayers, 1996; Neito, 1996). 
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The strategies, of course, could not be implemented without the attributes of CMC. 
CMC research notes that the technological attributes of the medium provide the potential for 
the right circumstances to be created for valuable group interactions (Harasim, 1993; 
McMahon, 1997; Romiszowski and Mason, 1996; Schrum, 1991). In this application, the on­
line forum supplemented the course by acting as a self-sustained space for people with 
similar interests, but separated by time and distance, to engage in communication. The 
attributes of CMC permitted the inclusion of experienced teachers who, without the medium, 
would not have been able to contribute as they did. As noted in research on educational uses 
of CMC, the expanding capabilities break down geographic and time boundaries of 
traditional place-based-courses (Bliss & Mazur, 1996; Broholm & Aust, 1994; Leach, 1997; 
McMahon, 1997; Ruberg & Sherman, 1992; Schrum, 1991; VanGorp, 1997). 
Together, the contributions of multicultural education and CMC overlap. The integration 
of the two fostered democratic-oriented discussions, reflections and collaborations within the 
forum. The integration afforded interactivity that resulted in the inclusion of multiple 
perspectives in constructing discourse on critical pedagogy in composition. As noted in CMC 
research, diverse points of view can be made available through the medium (Romiszowski 
and Mason, 1996; Schrum, 1991) and serve to broaden a participant's perspective 
(McMahon, 1997). 
Also, the integration fostered reflection. It gave participants an audience to whom they 
could address while contemplating and deliberating on their teaching philosophies and 
practices. Multicultural education literature notes its intention to promote reflective decision­
making (Banks, 1997). Meanwhile, CMC research notes that because it is a medium of 
written discourse, it has the potential to be highly conducive to reflection (McMahon, 1997). 
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McMahon (1997) suggests that the act of contributing to the discussion can be inherenUy 
reflective. 
Collaborations among the participants were also fostered by the integration. Promoting 
collaborations is also an attribute of multicultural education (Banks, 1997; Nieto, 1996). 
Meanwhile, CMC research affirms its ability to foster group-oriented discussions 
(Romiszowski and Mason, 1996; Ruberg and Sherman, 1992, Schrum, 1991). Also suggested 
is that as participants contributed to the group-oriented discussions by formulating arguments 
and recognizing connections in the responses, cognitive and emotional elements that are 
important to the learning process were provided (McMahon, 1997). 
Beyond the strategies for incurring on-line communication, this particular application 
yielded some unanticipated interactions that contributed to the democratic orientation of the 
forum. These interactions emerged as students took advantage of the democratic participation 
afforded by CMC. They initiated conferences that addressed course readings, supplemented 
in-class discussion and gave space to personal testimonies. Each type of interaction was 
significant to sustaining the on-line forum on issues related to the course. The emergence of 
unplanned interactions among participants demonstrates a level of personal involvement and 
ownership. Wegerif (1998) suggests that if the aim of employing CMC is to the liberate 
students in the medium of collaborative learning then at some point, these open and less 
structured interactions can be required. 
Overall, much has been disclosed about what can go on in a forum informed by 
multicultural education and sustained through CMC. As implied by the intricacies of this 
particular application, much needs to be considered: the larger objectives and purpose of the 
course, the participants, the type of CMC employed, supplemental activities, and 
instructional design. 
Conclusion 
While some educators have discovered the legitimacy of a coalition between 
multicultural education and CMC, insight into the dynamics of such an environment is 
almost nonexistent. The on-line dialogue and types of interactions presented illustrate the 
potential of a multicultural-CMC environment and demonstrate the types of interactivity 
relevant to such an environment. 
Unveiling the dynamics of this on-line forum illustrates the potential of integrating 
multicultural education and CMC. The establishment of the forum was inspired by the goals 
of multicultural education and facilitated by the capabilities of CMC. Observation of the 
interactions provided a demonstration of some of the ways this integration can thrive. As 
such, they serve to inform future strategies for integrating multicultiual education and CMC. 
Based on the information presented, further exploration into the dynamics of a 
multicultural education-CMC coalition is necessary to further understand its potential. While 
content and objectives and interactivity were the focus of this paper, many other teaching and 
learning concerns should be explored. They include appropriate learning strategies and 
tactics that may be employed, aspects of participant control or system control, and the 
effectiveness of use for educational purposes (Romiszowski and Mason, 1996). 
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THE INTEGRATION OF COMPUTER-MEDIATED COMMUNICATION AND 
MULTICULTURAL EDUCATION: A POSTMODERN INTERROGATION 
A paper to be submitted to Multiple Perspectives 
Lucretia O. Carter 
Introduction 
A trend predicted to continue in growth is the use of computer-mediated communication 
(CMC) to support communication and dialogue as influenced by the goals of multicultural 
education (Romiszowski and Mason, 1996). While some educators (Appelbaum and 
Enomoto, 1995; Cummins and Sayers, 1996; McCormick, 1995; Wizer and Beck, 1997) have 
initiated and documented development in the implementation of CMC and multiculturalism, 
research is sparse. Even so, such research acknowledges the potential for CMC, through its 
capacity to link and expand classrooms, to foster, electronically, the type of democratic 
environment advocated through multicultural education pedagogy and practice (Appelbaum 
and Enomoto, 1995; Cummins and Sayers, 1996; McCormick, 1995; Wizer and Beck, 1997). 
However, as practices continue, covert consequences of the integration of multicultural 
education and CMC, that potentially have the tendency to undermine, if not counter 
fundamental goals of implementation, are going unrecognized and/or unreported. In the 
meantime, important issues that influence the validity of the integration of multicultural 
education and CMC—such as evolving access and equity problems, and socially and 
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culturally based assumptions—are neglected and can thus lead to the creation of new 
problems. 
In a study I conducted on multicultural education and CMC, participants' interviews 
revealed some covert consequences of fostering a process of democratization through 
integrating multicultural education and CMC which offered new challenges for practices in 
integration. Fortunately, postmodern perspectives in educational technology provide a 
framework for unveiling and addressing such covert consequences and offers an alternative 
way for thinking about the integration of multicultural education and CMC when considering 
practices. 
This paper shares unique and uncommonly expressed perspectives in the integration of 
multicultural education and CMC as interpreted by participants who were involved in an on­
line forum. First, definitions of both multicultural education and CMC are presented followed 
by the rationale for the integration of the two. Then, explanations of covert consequences and 
postmodern educational technology are provided before the presentation of the study. 
Multicultural Education and Computer-Mediated Communication (CMC) Integration 
Framed within an educational agenda reflective of the rise of multicultural education, and 
of attention given to issues of equity and diversity, the integration of multicultural education 
and computer-mediated communication has emerged as a potentially promising practice for 
the evolution of educational reform (Donaldson and Carter, 2000). 
Ultimately, multicultural education is intended to help the nation attain its democratic 
ideals (Banks, 1997). Rooted in an empancipatory pedagogy of collaborative critical inquiry 
(Nieto, 1996), it is concerned with providing educational equality (Gollnick and Chinn, 1995; 
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McComick, 1995), affirming diversity (Nieto, 1996) and including students' experiences in 
constructing knowledge (Davis, 1999). Applied multicultural education involves preparing 
students to make reflective decisions on issues related to ethnicity and to take personal, 
social, and civil actions in helping to solve ethnic problems nationally and internationally 
(Banks, 1994, 1997). Some practices include helping students expand conceptions of what it 
means to be human, reducing cultural and ethnic encapsulation, and helping individuals 
develop cross cultural competency (Banks, 1997). 
In an effort to realize some of the multicultural education goals and practices, some 
educators have turned to computer-mediated communication (CMC) (Appelbaum and 
Enomoto, 1995; Cummins and Sayers, 1996; McCormick, 1995; Monke, 1998; Riel,1992). 
CMC is telecommunications technology in which the computer serves as mediator in 
facilitating synchronous and asynchronous communication across distances (VanGorp, 
1997). It has been recognized for its ability to overcome limitations of time, spatial distance 
and hierarchical-oriented interactions (Harasim, 1993; Romiszoski and Mason, 1996) and as 
such foster access to and cultivate the development of previously unavailable, self-sustaining 
learning communities (Bliss and Mazur, 1996). 
CMC is considered as a conduit in the practices of multicultural education because of its 
linking, expanding, and interacting capabilities which have been noted for fostering and 
promoting democratic communication and participation (Harasim, 1993; Romiszowski and 
Mason, 1996; Schrum, 1991). In such cases, when applied, CMC is called upon to facilitate 
a process of democratization as information is shared equally by and through individuals and 
groups (Schrum, 1991). Current practices in the integration of multicultural education and 
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CMC include nurturing critical perspectives in preservice teachers, fostering dialogue on 
issues of multiculturalism, and facilitating intercultural and international learning networks. 
"Not-so-obvious" Issues 
As strides are made toward innovative and legitimate implementation of CMC as a 
medium for furthering the goals of multiculturalism, some educators (Damarin, 1998; 
McCormick, 1995; Monke, 1998; Roblyer, E)ozier-Henry, and Bumette, 1996;) have 
recognized some "not-so-obvious issues" (Monke, 1998) that may be overlooked by 
overzealous implementers. These covert consequences are centered around the socially and 
culturally-based assumptions (Damarin, 1998) of technology designers, developers, and 
implementers. Such issues, they argue, have a significant impact on the ideal democratic 
environment proposed to emerge firom the coalition of CMC and multicultural education. 
For example, McCormick, in Technology and Multicultural Nonsexist Education (1995), 
used CMC to link preservice teachers, all of whom were white women, firom rural 
backgrounds, to students and teachers in multicultural, urban settings. Here, CMC was 
employed to help foster an envirormient for nurturing criticeil perspectives among preservice 
teachers and for preparing them to teach in ethically diverse student populations and become 
social change agents. However, McCormick acknowledges the peril of disregarding issues of 
equity when using CMC to transform a homogeneous classroom into a more heterogeneous 
one by linking to people in urban neighborhoods and schools. She notes that the typical 
computer user is the affluent white male and that those who are minorities, female, poor, 
and/or disabled are technologically disadvantaged. Therefore, espousing that through CMC 
an ideal heterogeneous classroom can be created is deceptive. Also, doing so indicates a 
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superficial understanding of equity and access issues in technology and multicultural 
education. 
Similarly, Monke, international educator, in "Web of Deceit'(1998), describes an illusion 
that he fears few teachers are prepared to unveil. In his experiences with telecomputing 
projects around the world, he discovered that the students who had access to and who could 
actually participate in the electronic multicultural exchanges had more similarities than 
differences. Monke labels them the "techno-elite," the "techno-haves." He points out that 
... it was the affluent youngsters, a small group accustomed to cable TV and 
vacations in Miami, who conveyed their impressions ... to other similarly influenced, 
techno-elite children around the world. This global network of techno-haves 
reinforces each others' impressions that they live in a homogeneous thought-world, 
leading Net gurus to extol the virtue of the Internet as a means of discovering 
commonalities among 'all' people of the world. The irony is, of course that the 
similarities being discovered are those that technology itself has spread, (p. 42) 
Therefore, educators who count on telecommunications to support exposure to people who 
are culturally different might find that not only are such people absent from the global 
network, but also that they are inadvertently contributing to a developing homogeneous net 
culture (Monke, 1998). 
As illustrated by these two examples, the promising notion that CMC is ideal for 
establishing electronic forums for democratic participation warrants concern about the impact 
of such an application on the proposed ideal democratic environment. Roblyer, Dozier-
Henry, and Bumette, educators and authors of "Technology and Multicultural Education: The 
'Uneasy Alliance'" (1996), write: 
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Whenever one reads accounts of these telecommunications... technology-based 
multicultural projects, one cannot help but be struck by the interest and involvement 
of the students and obvious commitment of the teachers to multicultural values and 
goals. Clearly some goals of multicultural education are being addressed. Yet there 
are many others that technology cannot achieve, and there are some problems that use 
of technology actually creates, (p.9) 
Implied is the notion that a lack of discernment concerning the potential problems that can 
arise from the use of CMC technologies can serve to undermine and/or counter goals of 
multicultural education. 
In the midst of all the excitement and hope of CMC supported multicultural education 
projects and applications is little acknowledgement and/or recognition of these covert 
consequences. While the research in the area of CMC and multicultural education is sparse, 
even more deficient are expressed concerns about how socially and culturally-based 
assumptions of CMC impact the on-line democracy which it is intended to foster. Many, 
including myself, are ecstatic about the potential uses of CMC in furthering multicultural 
education; however, to overlook such concerns denotes a greater interest in technological and 
commercial logic (Talbott, 1995) than in serving the intentions of multicultural education. 
While I am an advocate of the integration of multicultural education and CMC for the 
purposes of realizing democratic ideals, I do not believe that these covert consequences or 
any others should go undetected, unobserved and/or unexamined. However, I also do not 
believe that the search for innovative and legitimate practices of integrating multicultural 
education and CMC should cease because of incompatible implementation. Furthermore, I do 
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not offer as a solution, abandoning the primary agenda of multicultural education in order to 
meet with technological agendas. 
Fortunately, postmodern perspectives in educational technology admonishes progression 
in practices and research without acknowledging, first or at some point along the way, covert 
consequences that can serve to undermine greater human goals. 
Postmodern Educational Technology 
Recently mainstreamed in educational technology theory and practices is a postmodern 
consciousness. Postmodernism is a philosophic approach that abandons faith in the scientific, 
positivist thought of the modem industrial age (Hlynka and Yeaman, 1992). Hlynka and 
Yeaman (1992), educational technologists who are proponents of postmodernism recognize 
that the field of educational technology was "built on the positivist, modernist search for a 
best medium towards universal communication and the teaching of predetermined behavior 
and thinking patterns" (p. 3). Therefore, the postmodern philosophic approach to educational 
technology generates critical inquiry regarding a "positivist, scientific paradigm of linear 
progress" (p. 3). 
Postmodern perspectives in educational technology reject the notion that educational 
technology is neutral or will inevitably lead to a perfect world (Hiynka and Yeaman, 1992). 
Instead, it provides a framework for deconstructing, rethinking, and criticizing values, 
assumptions and practices which when gone undetected, serve to undermine the noble 
intentions of educators (Hiynka and Yeaman, 1992; Muffoletto, 1994). It places emphasis on 
criticism rather than scientific evaluation, and recognizes the value in discovering 
dysfunctions as well as functions (Hiynka and Yeaman, 1992). 
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Characteristics that have become associated with postmodern educational technology 
are the inclusion of multiple voices or personal narratives in constructing educational 
technology discourse, the anticipation of unintended, unanticipated results, defending the 
need to question, the practice of deconstruction. and the adoption of Bowers' concerns for the 
simultaneous amplification and reduction attributes of media (Bower, 1988; Damarin, 1994; 
Hlynka, 1994; Yeaman, 1994). 
Applied postmodern educational technology essentially seeks to undermine the practice 
of reconstructing people to meet the requirements of machines and programmed logic 
(Yeaman, 1994). As such, some of the expectations of postmodern educational technology, 
as outlined by Yeaman (1994), include: 
• avoiding faith that there is a perfect world ahead if only technology is allowed to 
flow freely; 
• questioning technology because it has a history of unanticipated side-effects; 
• accepting that there are probably several workable solutions to every instructional 
design problem, not Just one ideal solution; 
• examining and learning from instruction that supposedly fails as well as instruction 
that succeeds as predicted; 
• expecting diversity in the way students understand and what they understand; 
• breaking away from the tradition of communication that assigns power to the 
creators of instructional messages and denies it to learners; 
• evaluating technological fixes, not only to see if the original problem has been 
solved, but to see what else has been changed and/or to see if new problems have 
been created; 
96 
• planning by considering needs and not just technologies (being cognizant that the 
task is to solve real world problems and not to advocate mythical solutions such as 
computers); 
• realizing that all educational communications are non-neutral and exist in a 
sociopolitical context; 
• critiquing media carefully for cross-cultural communication possibilities and 
problems when selecting media for instruction; 
• collaborating with learners when designing an instructional message and inviting 
them to participate when redesigning. 
As implied in Yeaman's oudine. fundamental to postmodern educational technology is the 
questioning of educational technology regarding instructional design issues, cultural 
influences, and a total dependence upon technological and scientific solutions to human 
problems. 
When framed within the demands of postmodern educational technology, practices in 
multicultural education and CMC integration unveil a discourse that is often overshadowed 
by Utopian technological ideals. As illustrated in the above examples of practice, this 
discourse centers around how multicultural education is influenced by the realistic 
achievement of the goals of multicultural education through the use of CMC, the built-in 
cultural biases of CMC, evolving access and equity problems, and biases in the selection and 
application of CMC (Damarin, 1998; McCormick, 1995; Monke, 1998; Roblyer, Dozier-
Henry, and Bumette, 1996). 
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The Rest of the Story 
The results of a study I conducted on multicultural education and CMC integration 
expounded on the potential of the practice for meeting certain goals of multicultural 
education and informing democratic uses of CMC. Simultaneously, the testimonies of the 
participants involved in the study exposed a chapter of the story that implicitly can be (and 
has been) left unexplored in the pursuit of the larger interest of employing CMC to foster 
democratic participation and communication. When examined through the lens of 
postmodern educational technology, the participants' testimonies provide valuable insight for 
continued development in the practices of multicultural education-CMC integration. 
Research Site 
The CMC-supported, electronic forum was purposed to be a signiHcant component in a 
graduate English course entitled, U.S. Multiculturalism and the Composition Curriculum. 
The purpose and objectives of the course included identifying (1) issues affecting educational 
equity in the United States, (2) sociological, political, and educational reform literature 
relating to multicultural education; and (3) needed changes in the curriculum along with 
resources and activities that promote critical pedagogy for the composition classroom. 
As the course was inspired by the paucity of multicultural pedagogy in composition 
studies, CMC, as a communication medium, was employed to provide a forum for the 
construction of a discourse on the subject. Acknowledged as valuable contributors to the 
discourse construction, and thus solicited to inform multicultural education practices in the 
composition curriculum were experienced teachers who were immersed in the issues 
presented in the course readings (on compositions, multicultural education, cultural studies. 
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educational reform, linguistics issues) and relevant to the course objectives. Therefore, 
reflecting upon their professional practices, the experienced teachers were asked to speak to 
questions raised in the course. 
Communication with the experienced teachers was made available through the use of 
CMC. Such a network was established to 
• link educational research with reflective practices by allowing attention to be devoted 
to the pedagogy of experienced teachers, 
• allow the collaborative development of materials and activities that promote critical 
pedagogy for composition classes, and 
• aid the goals of the course by supporting dialogue on issues raised in/through the 
course 
The implementation of the CMC, not only supported dialogue on multicultural education, but 
was informed by it as well. The forum was intended to foster democratic participation. The 
electronic forum was active during the time of the course—one semester. 
Nine graduate students were enrolled in the course and participated on-line. In contrast to 
the predominantly white male population of the Midwestern university, the course enrollment 
was exceptionally diverse. (Pseudonyms are being used for the purposes of reporting results.) 
1. Agatha is a European-American from Iowa. 
2. Angela is a European-American from Wisconsin. 
3. Gabrielle is Chinese. 
4. Iris is a European-American from Iowa. 
5. Isaac is an Iranian-American, who left Iran as an adult. 
6. Lauren is a European-American from Nebraska. 
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7. Lucinda is an African-American from North Carolina. 
8. Mary describes herself as multiracial and is from Iowa. 
9. Walter is Chinese. 
They shared a common interest in teaching writing and exploring research and practice in 
multicultural education. 
Adding to the diversity of the enrollment were five experienced teachers, excluding the 
course instructor. 
1. Daniel is European-American. He is a university professor in the home department 
for the course (U.S. Multiculturalism and the Composition Curriculum). His research 
surrounding the retention of African-American males in English introduced him to 
multicultural education. He, also works with an academic minority student program 
on campus. 
2. Ethel is African-American. She is a university professor at a historically Black 
university in South Carolina. She has committed herself to teaching at historically 
Black universities. 
3. Judy is Greek. She is a university temporary instructor in the home department for the 
course. She teaches courses where the enrollment has been designated for half the 
class to be international students and the other half American students. 
4. Patricia is Afirican-American. She is an instructor in Illinois for a community college 
where the enrollment is predominantly Hispanic and African-American. 
5. Peter is European-American. He is an instructor for a career institute in Kansas City. 
He has taught composition for ESL students 
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In order to participate, the experienced teachers, in addition to having taught courses that 
enroll a substantial number of students firom underrepresented groups, had internet access, 
and were willing to communicate with the graduate students. 
The course met bi-weekly. The first meeting day of the week was reserved for in-class 
discussions, while the second meeting day was set aside for on-line discussions. On the 
second day, class was held in a computer lab to afford graduate students easy access to 
computers and encourage intricate on-line participation. 
The type of CMC used to facilitate the forum was web conferencing, which relies on web 
browsers and servers and is specifically designed for group discussions. On-line postings 
were influenced by in-class discussions on course readings and personal experiences. The 
instructor prompted in-class dialogue with questions. Then following in-class discussions, 
student formed a consensus on questions to be posted to experienced teachers. 
Initially, interactions were structured to help achieve the goals of the course and of 
creating the forum. Therefore, strategies were used to devoted attention to reflective practices 
and encourage collaborations. Ultimately, participants engaged in other tyjies of interactions, 
which also seemed beneficial to the forum's cause. For example, they also used the forum as 
a medium for extending in-class discussions and responding to course readings. 
Research Methods 
To gain information and insight into the experiences of the participants, individual 
interviews were conducted following the conclusion of the course. As reported by 
Romiszowski and Mason (1996), more popular in the study of CMC is the use of quantitative 
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approaches involving survey research. However, they suggest that qualitative approaches, 
based on observations and interviews, while unconunon, are more appropriate for studying 
the CMC environment. 
Much of the interviewing were conducted using Anderson and Jack's (1991) interview 
techniques and analysis which demands a shift in methodology from information gathering, 
where the focus is on the right questions to interaction, where the focus is on process and the 
dynamic unfolding of the participant's viewpoint (p. 23). This methodology entails shedding 
greater agendas of convention, and listening for meaning in the participants' moral languages, 
meta-statements, and attending to the logic of the narrative. 
As such, interviews were not organized into predetermined questions. Instead they were 
open-ended and guided by the participant's expression of his/her interactions and personal 
feelings about the course and experiences with the medium and with the other participants. 
The length of the interviews were dependant upon the how much the participant had to day, 
but on average lasted one hour. 
Phone interviews were conducted for experienced teachers outside the university. 
Interviews were audio-taped and transcribed. Also, user profile information, such as 
geographic location, number and time of logins, and number of posts, was referred to during 
the interviews so that participants could address their patterns of pardcipation. Furthermore, 
my own experiences as participant-observer provided insight. 
Instead of using a predetermined framework as the basis of analysis, I formulated 
perspectives directly from the participants. Doing so allows these perspective to be more 
grounded in the social reality. The transcribed interviews were analyzed and coded into three 
major categories: Background experiences. Course experiences, and On-line experiences. As 
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it was my intention to observe the democratic environment advocated through multicultural 
education and fostered by CMC, I concentrated on the participants' interpretations of their 
on-line experiences. Consistencies in the participants' interpretations with respect to how 
they experienced the electronic forum were heavily centered around time constraints, 
technology frustrations, and the abstractness of the electronic forum. 
While these themes are present in the CMC literature, the participants' interpretations of 
their experiences led me to explore how the democratizing potential of the medium was 
effected. As such, the issue of time constraints was excluded because participants' mostly 
talked about it in conjunction with the technological demands of sitting in firont of the 
computer, logging on, reading posts and composing responses. This issue did not appear to 
have a significant effect on the democratizing potential of the medium simply because the 
request for more time was attributed to a lack of organization. 
However, added to the report on the participants' experiences was my experience as 
participant/observer and creator of the on-line forum. My experiences with establishing the 
forum reveal equitable access issues that I believe influence the democratizing potential of 
the medium. This experience is also communicated in the interview of the course instructor, 
who helped establish the forum. 
Unveiling Covert Consequences: Findings 
In what follows is the unveiling of covert consequences of multicultural education-CMC 
integration as interpreted by the students and experienced teachers. Some of what 
participants describe is noted in CMC research, such as issues surrounding equitable access, 
software capability and design, and the electronic atmosphere. However, what is significandy 
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noted here is how the medium while employed to help support certain goals of multicultural 
education, simultaneously and covertly undermined others. 
Equitable Access 
The effects that the growing problem of equitable access had on the electronic forum was 
apparent in the initial stages of development. Soliciting the participation of experienced 
teachers seemed to be a defeating process. As previously mentioned, the experienced 
teachers were approached to lend insight from their reflective practices to the electronic 
discourse. Therefore, the first criteria was that they have experience in teaching composition 
courses that enrolled substantial numbers of students from underrepresented groups. Also, to 
participate in the on-line forum, experienced teachers had to have internet access and be 
willing to communicate electronically at least once a week with students enrolled in the 
course. 
It was the intention and hope that such teachers would be geographically located in 
historically black institutions, community colleges and high schools in inner-city areas, 
and/or bilingual settings. It was proposed that exposure to the perspectives and practices of 
such teachers would provide an enriching experience for the graduate students (whose 
teaching experiences in racially and ethnically heterogeneous classrooms is limited, if not 
nonexistent). Those contacted were thrilled at the notion and idea of such a forum. However, 
many were disqualified from participating by the very means through which the forum 
existed. 
In other words, teachers who were located in these environments typically did not have 
access to the internet (available at their own discretion). CMC equitable access research 
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affimis that schools with large numbers of students of color and of low socioeconomic 
status are less likely to have Internet access than schools whose students are predominantly 
white and who are of a high socioeconomic status (Leigh, 1999; Novak, 1998; Romiszowski 
and Mason, 1996). Access is more available where students are white than where students are 
black and Hispanic (Doctor, 1992; Romiszowski and Mason, 1996). In this case, the 
participation of the teachers was not determined by what they could contribute to the on-line 
forum, but by the attributes of the medium itself. 
Thus, once completing the construction of the on-line forum, it still seemed incomplete. 
Participants in the forum could only observe and address the reflective practices of those 
experienced teachers present in the electronic forum. Therefore, many experiences were not 
heard and therefore perhaps marginalized in the constructing of the forum's discourse on 
multiculturalism and the composition curriculum. 
Software Capability and Design 
Difficulties with CMC software capability and design emerged as another issue 
influencing the democracy of the electronic forum. The web conferencing system used to 
facilitate the exchanges was selected because of its user-friendly interface and inherent 
structure. However, most participants, experienced teachers and students, expressed that from 
time to time, they experienced technical difficulties. Some of the problems they described 
included experiencing server crashes, the inability to gain access to the forum, and bizarre 
episodes of not being able to access the most recent posts. 
Because the fast paced advances of CMC technology exceed the CMC experiences 
gained among users (Romiszowski and Mason, 1996), such problems can be anticipated. 
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However, what was not anticipated was how such problems influenced the environment. In 
the following two excerpts, taken from transcribed interviews, the participants clearly 
express a concern for how struggles with the technology impact the greater purpose of 
establishing the forum and ultimately the goals of multicultural education. 
Carla: 
Something goes wrong so you are discouraged and frustrated by it and set it aside and 
it may be a week or two before you have the time to get back to it. Each time that 
happ>ens, there's less motivation, particularly if you don't understand the 
technology....If I am alone at home and there's nobody there [to help trouble shoot], 
my tendency is just to give it up and say, well, I'll wait until [someone in class] can 
walk me through this and it works again. That is not going to be a good environment 
for getting your ideas out while you're thinking about them. You're ready to go, you're 
in gear..., you've set aside the time and then it doesn't work and it is a huge set back. 
Clearly stated is the participants' frustrations with the technology, which she identifies as a 
deterrent in her freedom of participation in the forum. 
Agatha: 
I think that the technology failed you rather than us failing the technology because 
[the initial web-based classroom management tool] didn't work. I just don't think the 
program was intuitive enough for us, but I think that if we had been able to stumble 
on to a program where you could just log on and go, I think people would have been 
much more, or would have contributed much more information. I knew what to do, 
just because I'd had the experience and I'd used [the initial web-based classroom 
management tool] before and so it really was too bad that we weren't able to 
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contribute more, I think. That technology just silenced people in a way, especially 
in our class. ..You know what that means? That means that a bunch of computer 
science majors get voiced and we don't. ...and we have to look... to the designated 
expert to guide us in exactly how to use the software? Why can't we use the software 
to reconstruct race relations at [the univeristy]? Well, because the only software 
available for us to do that is too difficult to figure out the first time and remember 
every time. 
The web-based classroom management tool referenced was used before switching to a less 
intricate web conferencing system. This participant, like the first, attributes the 
inconveniences of the technology to silencing voices in the forum. She goes even ftirther to 
claim that software capability and design determine the use of the technology as opposed to 
the intentions of users. 
CMC researchers, Ruberg and Sherman (1992) acknowledge that "the greater 
convenience afforded by CMC comes only after all the technical skills needed to use CMC 
have been mastered" (p.7). Rarely investigated in CMC research are requirements made by 
technology for establishing efficient network systems. As indicated by the participants, it is 
"not for the technically timid" (Ruberg and Sherman, 1992, p.7). As a result of experiencing 
frustrations due to "technical naivete" and/or the "lack of support personnel," some users 
never achieve "the necessary level of proficiency in their system of personal skills to 
surmount technical difficulties" (Ruberg and Sherman, 1992, p.7). 
Furthermore, as implied by Carla and Agatha, the lack of motivation and discouragement 
resulting firom fioistrations contributes to the elimination of participants in the assumed 
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democratic forum. Finally, set backs attributed to users' problems with the technology can 
result in self-selective withdrawal (Reil, 1992). 
Electronic Atmosphere 
Participants also revealed feelings of apprehension relative to the abstractness of the 
electronic forum. They determined that conceptually, the forum's establishment and existence 
is desirable (in meeting the kinds of objectives presented by the course and ultimately 
multicultural pedagogy). However, their own interpretations of their engagement and 
retention speak to the realities of an artificial atmosphere. Participants recount the electronic 
atmosphere as vacuum-like, "imp)ersonal," "void," "less friendly," and thus the posts more 
"professionalized," "groomed," and "careful." 
Experienced teachers seemed to attribute their experiences to the very medium which 
made their participation conceivable in the first place. 
Judy: 
I think that the real problem I have with the technological wonders is that sometimes I 
feel that we don't quite appear the way we really are when we are using the Internet. 
In other words, we are putting on a persona and this to me is okay, but it is not the 
real persona. In other words what I am going to write and communicate and send to 
other people on the Internet, I have to screen them to look at them and see if they 
make sense and how they are going to perceive what I have to say. 
Most participants, upon request, had posted "self-portraits" ~ background and personal 
information — about themselves, to allow participants, particularly experienced teachers, to 
discern their audience. Nevertheless, Judy felt inhibited by the facelessness of the medium. 
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But because she really wanted to participate. Judy requested a meeting with me so that she 
could put a face with the forum and have a "link," a "contact," in which case she opted to 
email her postings to me and asked me to post them to the forum on her behalf. 
CMC research supports Judy's insights. Users describe feeling awkward when 
communicating with unknown persons. They are inhibited by their impressions of a "lurking, 
anonymous audience" (Romiszowski and Mason, 1996) who has access to their thoughts and 
ideas (Ruberg and Sherman, 1992). Depersonalization occurs because individuals are less 
likely to know the "position, background, and expertise" (Romiszowski and Mason, 1996) of 
those with whom they are communicating. 
Consequently, graduate students perceived the postings of experienced teachers to be 
more groomed and careful leading one graduate to question the credibility of one of the 
experienced teacher's opinions and reflections. Implied is that the "less friendly" atmosphere 
of the electronic forum, perhaps inadvertently established by experienced teachers' feelings 
of apprehension, reflected in how the graduate students responded. In the following excerpt, 
a graduate student expressed how the atmosphere affected his participation. 
Isaac: 
... it was rather faceless...I felt kind of vulnerable. I expressed these things that 
mattered deeply to me and affect me, but other people are hiding behind their 
theoretical... 
It was a little less friendly in that way. Friendly, as in the atmosphere wasn't quite 
right for that. If I want to talk theory, I feel like I have to bring...my person into it, 
and 1 didn't feel terribly comfortable bringing my person into it, so I didn't talk much. 
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Evident is that the formal atmosphere contributed to discourse discomfort. CMC studies 
which focus on social dimensions (Wegerif, 1998) acknowledge a barrier related to 
perceptions of differences in language and style of contribution (p.7). Wegerif (1998) noted 
that users can be anxious about how the use of their language is perceived by other people. 
As a result, carefully prepared, formal, postings denser in meaning are produced. 
While CMC research acknowledges some of the accounts described by the participants 
in the forum, how the intentions of the medium's implementation are affected is rarely noted. 
In this case where the medium was employed to foster democratic participation, feelings 
about the electronic atmosphere contributed to the silencing of voices. CMC research notes 
that it influences the pace, duration, and content of participation as well as the quality of the 
messages posted (Romiszoski and Mason, 1996; Ruberg & Shrum, 1992). Speculative is also 
how the content contributed to the intensity of the atmosphere. Multicultural education 
discourse is considered risky and complex, and therefore dialogue on the issues may be very 
carefully constructed and produced. However, none of the participants attributed their 
feelings to discomfort with discussing multicultural education. 
Further Discussion 
Overall, the participants reported that their on-line engagement in relation to critical 
pedagogy in composition stimulated thinking, provided models and ideas, and added 
legitimacy to the importance of gaining multicultural scholarship. Also expressed in the 
interviews and evident in the transcripts of on-line discourse, is the legitimacy of establishing 
the on-line forum for the purposes previously mentioned. Essentially, participants welcomed 
the idea of participating in a CMC-supported forum such as this one. 
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However, the interpretations of the participants' experiences must not be overshadowed 
by a promising outcome. Ultimately, CMC was employed to accommodate processes of 
democratization as expressed through the goals of multicultural education. However, as 
reported by the participants, CMC, within itself, simultaneously contributed to a process of 
meritocracy. 
CMC was employed to pjotentially democratize the construction of discourse on critical 
pedagogy in composition by making accessable the perspectives of educators who are 
currently immersed in relevant issues, but because of time and distance are inaccessible. 
However, technological inequality (Roblyer, Dozier-Henry and Bumette, 1996) permits only 
those privileged with internet access to inform the discourse construction. Therefore, the 
discourse on critical pedagogy in composition was shaped by the perspectives of those 
teaching in environments that are predominantly white while the perspectives of those 
teaching where there are large numbers of students of color go unrecognized. 
Also, recognizing that CMC is not for the "technically timid" (Ruberg and Sherman, 
1992), those that do not possess the skills to overcome technical difficulties remain on the 
periphery of the participation. Consequently, the central members of the forum are those who 
are technologically proficient. Therefore, once again, CMC gives voice to those who are 
already advantaged, and silences those interested in using it to solve real world problems. 
Agatha's illustration is befitting: " Why can't we use the software to reconstruct race 
relations...? Well, because the only software available for us to do that is too difficult..." 
Furthermore, because of its absence of nonverbal status cues, CMC is noted to render a 
democratizing effect on communication and discussions (Harasim, 1993). However, the 
exclusion of such nonverbal status cues seems to contribute to a falsified, abstract, 
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imperceptible community where participants do not feel totally comfortable with making 
proclamations, rendering judgment and sharing beliefs and practices. Such a community can 
have an ostracizing effect on participants who don't feel they meet with the perceived 
conditions of the forum's environment. 
Evident is what is suggested by Roblyer, Dozer-Henry, and Bumette (1996): the use of 
CMC while addressing some goals of multicultural education, can actually create problems 
as well. While the potential of the medium to foster democratic participation is 
acknowledged, the participant's interpretations of their experiences unveil simultaneous 
covert occurrences which counter other goals of multicultural education. 
These coven consequences as interpreted by the participants are technology related. To 
address these issues, some might offer solutions that primarily serve technological and 
commercial agendas—such as putting more computers in schools, developing more on-line 
instruction to allow users to become more socialized in this manner, and hiring more lab 
technicians for inexperienced users. 
Even if these methods seem viable, given the context of this study, I am inclined to ask: 
What do marginalized participants do in the meantime? Do they remain on the peripheries of 
participation while the rest of the world moves forward in multicultural education practices 
through CMC? And what about the goals of multicultural education that may be undermined 
in the process? 
Where do we go from here? 
The expectations of postmodern educational technology (presented above), as outlined by 
Yeaman (1994) provide a model for thinking about (or rethinking the) practices of 
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integrating multicultural education and CMC. Revisiting Yeaman's outline, and adapting it 
to the integration of multicultural education and CMC, the following demands emerge: 
• Plan by considering the goals of multicultural education not just the CMC. 
• Avoid believing that the integration is an antidote to racism or will automatically 
foster intercultural understanding. 
• Question the unanticipated side-effects of employing CMC to facilitate democracy or 
a democratizing process. While recognizing that communication is being amplified, 
question what is being reduced. 
• Anticipate convert consequences of the integration and examine and leam firom them. 
• Expect diversity in the ways that participants approach the electronic environment. 
• Pursue alternative activities that will allow power and voice to be equally distributed 
among participants. 
• Evaluate the effects of CMC, not only to see if original objectives have been met, but 
also to see what else has been changed or to see if new problems have been created— 
such as the marginalizing of participants. 
• Realize that CMC is not a neutral medium and has attached to it socially and 
culturally-based assumptions (particularly concerning communication). 
• Critique CMC for cross-cultural communication possibilities and problems (e.g. if 
interacting with relationship-oriented cultures, note that CMC may not be perceived 
as an ideal commitment (Roblyer, Dozier-Henry, and Bumette, 1996)). 
• Include participants in the design phase of integration. 
These demands serve to take into account how multicultural education is influenced by the 
realistic achievement of its goals through the use of CMC, the built-in cultural biases of 
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CMC, evolving access and equity problems, and biases in the selection and application of 
CMC. They also serve to promote participants as the ultimate concern in the integration. 
Conclusion 
The claims made by the participants warrant further consideration regarding equitable 
access, software compatibility and design, and the impact of the electronic environment. The 
interpretations of their experiences provide unique and uncommonly expressed perspectives 
in the integration of multicultural education and CMC. Amidst the exclamations of Utopian 
technological ideals, the voices of peripheral participants are seldom heard. As a result, 
covert consequences, such as those presented in this paper, are left undetected and 
unexplored with the potential effect of sabotaging the rudimentary intent of the multicultural 
education. 
As noted by McMahon (1997), conditions that challenge participation need to be 
understood from the user's perspective. Because the integration of multicultural education 
and CMC is predicted to continue in growth (Romiszowski and Maon, 1996) and because the 
integration is perceived as having a successful impact (Roblyer, Dozier-Henry and Bumette, 
1996), the experiences of all participants must be included in the research literature. 
Furthermore, the demands of postmodern educational technology offer a framework for 
thinking about the integration of multicultural education and CMC that coincide with the 
goals of the former while not imposing overbearing conditions of the ladder onto 
participants. Practices of integrating multicultural education and CMC along with its 
implementers, designers, developers and participants stand to benefit greatly from the 
conditions imposed on the practice by postmodern educational technology. 
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GENERAL CONCLUSIONS 
Reflections 
With interests in multicultural education and educational technology, I consistently 
anticipate how the agendas of each can be served by the other for the sake of educational 
reform. The popular belief that the cause and goals of multicultural education can be fostered 
by computer-mediated communication (CMC), the notion that the use of CMC can be 
informed by multicultural education, a prediction that the practice of integrating the two will 
continue, but a paucity in research all contributed to prompting my examination. 
Can CMC foster goals of multicultural education? Can multicultural education and CMC 
coexist? If so, how? Specifically, what role can CMC play in corresponding with the goals of 
multicultural education? What might the integration of multicultural education and CMC 
look like? These are some of the primary questions underlying my exploration of integrating 
multicultural education and CMC. 
This dissertation emerged from aspirations to address these questions. Each paper is a 
response to the query. The first paper centralized the practice and presented the current status 
of implementing multicultural education-CMC integration. This literature review identified 
goals and practices of multicultural education, defined and described current educational uses 
of CMC, named emancipatory pedagogy as the enabling link between the two, and 
distinguished three categories of how the integration has been used thus far: nurturing critical 
perspectives in preservice teachers, fostering dialogue on issues of multiculturalism, and 
facilitating intercultural, international learning networks. 
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Through a case study, the second paper focused more on the intricacies of a 
multicultural-CMC supported environment: the context, participants, instructional design, 
hardware and software, and the outcome of interactivity. It presented a concrete example of 
the integration of multicultural education and CMC indicating that the practice is beneficial 
to meeting certain educational goals. 
Meanwhile, the third paper, still focused on the intricacies of a multicultural education-
CMC environment, foregrounded the participants' perspectives—something uncommon to 
research in this area. In doing so, it offered vital information for future development in 
multicultural education-CMC integration. 
While doing all of this, the dissertation also has its weaknesses. The review of practices 
of integrating multicultural education and CMC, presented in the first paper, resembled, in 
some respects, an informal summary. This was due, however, to the largely informal nature 
of the evolving research it represents. Also, because I served as the primary research tool in 
the study, subjectivity and biases must be considered. 
Future Research 
Romiszowski and Mason's (1996) prediction is inevitable. As the "global village" 
becomes more apparent, educators are and will continue to respond to the complex, 
multifaceted agenda of globalized education with on-line communications. In the interim, 
because the integration of multicultural education and CMC will be a practice vastly 
explored, the establishment of a research agenda is necessary. The objective behind such an 
agenda would be to foster anticipative and proactive implementation. 
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Similar to the research agenda for CMC presented by Romiszowski and Mason (1996), 
a research agenda for future research in the integration of multicultural education and CMC 
would consider research at 
• the policy level, which addresses the impact of the integration on education and 
investigates how it offers solutions to educational reform; 
• the strategic level, which is concerned with the overall planning of the integration and 
its implementation into existing and future educational systems; 
• the tactical level, which involves the design and evaluation of specific (multicultural 
education-CMC) applications for effective implementation; 
• and the tool level, which takes into account the necessity of the integration in given 
situations. 
Research at all of these levels is necessary so that the complexities of integrating 
multicultural education and CMC are not overshadowed by a precipitance for fostering 
(electronically) democracy and internationalization. 
Recognizing the inevitability of the integration of multicultural education and CMC for 
practices in educational reform, I believe that the information and outcomes presented in this 
dissertation make a viable contribution to development in this area. As an advocate of careful 
and informed integration of multicultural education and CMC, this dissertation does not 
conclude my endeavors in this area. 
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